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An account of the educational history of this country 
since 1760, compressed within the compass of 388 pages, 
must of necessity be little more than a bare outline; and 
this implies that general statements have sometimes to 
be made which really call for amplification, modification, 
or explanation. It is hoped, therefore, that those who 
have the opportunity may be led by the reading of this 
outline account to consult more detailed and substantial 
works on the subject. For this reason fairly full references 
have been made in the footnotes in order to give some 
indication of the sources which arc available; and a list of 
the works which are quoted, or to which reference is 
made, has been collected in Appendix III. In the Cambridge 
History of English hiterature, vol. ix, pp. 568-74, and vol. 
xiv, pp. 590-610, there are very full bibliographies of 
books dealing with education published in the eighteenth 
and nineteenth centuries. These were compiled by Prof. 
J. W. Adamson, and they are of the greatest value to the 
student who wishes to make a more detailed study of the 
educational history of this period. 

I would like gratefully to express my indebtedness 
to Mr. P. S. Taylor, Chief Education Officer for Reading, 
to my colleagues Miss FI. S. Kermode, Mr. Ff, Armstrong 
and Mr, V. Mallinson, and to my wife, all of whom read 
this volume in proof and made helpful comments. I wish 
also to thank Mr. FI. E. M. Icely, formerly Reader in 
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Education in the Univeirsity of Oxford, who gave me 
some valuable suggestions with reference to the earlier 
part of the book, and Dr. I. E. Campbell and Miss M. E. 
Jones, who kindly checked certain details for me. 

H. C. B. 
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Introduction 


The life of a nation is so complex that any attempt to single 
out a particular aspect of its history is bound to be more or 
less artificial. Forces of many kinds — apolitical, intellectual, 
religious, social, economic — act and react, so that the task of 
disentangling one particular thread is often difficult; and the 
result is sometimes to give a wrong emphasis or perspective 
to the special topic which is being considered. For this 
reason a study of educational history in vamo loses a great 
deal of its potential value. It is obvious that the educational 
system of a country is closely bound up with contemporary 
social and economic conditions and can be understood only 
in relation to them. One has also to remember that the 
term ‘Educational History' itself can embrace a variety of 
subjects. It includes, for example, the building-up of the 
actual administrative structure of the educational system — 
often marked by the passing of Education Acts or the 
issuing of official reports. There is also the development of 
educational theories and principles, whether or not these 
are expressed in professional practice. We can discuss the 
history of institutions, such as schools or universities, or the 
life-work of individual teachers and educationists. We can 
follow the changing conception of the curriculum and the 
progress of teaching techniques. All these subjects are 
closely interrelated, and together they make up the content 
of educational history. But they can never be completely 
isolated from the general history of a nation, of which they 
form only one aspect, and particularly from its social and 
economic history. To obtain a clear view of our special 
subject against this wider background is not always an easy 
task; but it must at any rate be attempted if one is to avoid a 
narrow and distorted view of what educational history should 
mean. In studying a period, therefore, such as that which 
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is discussed in this book, it will be wise to have at hand a 
more general history. In this way the correlations may the 
more easily be made and the proper perspective maintained. 

Because of this close association of educational history 
with the wider field of social and economic history it will 
be advisable to set the stage by describing briefly the 
social and economic changes which took place in England 
during the latter part of the eighteenth century. But first, 
perhaps, we should attempt a justification for starting an 
account of educational development in this country from 
the date 1760, the year of the accession of George III. The 
reason is that, in a broad sense, ‘modern times’ begin for 
us at about this period. Hitherto the population of the 
towns had been relatively small, and most of our people 
lived in villages which were still to quite a considerable 
extent self-sufficing. The old ‘open-field’ system was still 
practised in many places. The government of the country 
was oligarchic. Archbishop Paley, writing in 1785, says: 
“We have a House of Commons composed of 548 members, 
in which number are found the most considerable land- 
holders and merchants of the kingdom; the heads of the 
army, the navy, and the law; the occupiers of great offices 
in the State; together with many private individuals, 
eminent by their knowledge, eloquence, or activity. Now, 
if the country be not safe in such hands, in whose may it 
confide its interests?”^ But although the government was 
largely in the hands of the nobility and the county families, 
the people generally were content with the existing state of 
things and were not imbued with ideas of progress and 
change. The country on the whole was prosperous; wages 
tended to be good and prices low. Yet this very prosperity 
and ease of life led to a relaxation of manners and morals. 
The eighteenth century is by no means so dark a period as it 

^ Quoted by Dicey, Law and Opinion in England^ pp, 75, 74. 
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is sometimes painted, but it was disfigured by drunkenness, 
cruel sports, gambling, and immorality. Some of Hogarth’s 
pictures provide a commentary on this state of society, and 
Gay’s drama The Beggar's Opera satirises the corruption of 
contemporary life. The Church, which for the most part was 
sunk in lethargy, did little to check these evils. The French 
observer Montesquieu, who was himself an admirer of 
England, said : “There is no religion in England. ... If one 
speaks of religion, everyone laughs.” ^ 

After 1760 the economic condition of England under- 
went a swift aird marked change. This change, which is 
known as the Industrial Revolution, involved the develop- 
ment of large-scale manufactures and capitalistic industry, 
the rise of the factory system, and the growth of large 
towns. It was associated also with the progress of enclo- 
sures. The abolition of the ‘open-field’ system had begun 
as far back as the sixteenth century — even earlier — but by 
1760 the chief counties affected were Devon and Cornwall, 
Kent and Sussex, Essex and Suffolk, and those along the 
Welsh border. About half of the whole area of England was 
still unenclosed. In order to stimulate the home production 
of corn the process was greatly increased during the second 
half of the eighteenth century and the first half of the 
nineteenth. In the reigns of Anne and the first two Georges 
there had been only 245 private Bills for enclosure; during 
the reign of George III (1760-1820) there were no less than 
3,266 such Bills, besides a General Enclosure Act in 1801. 
The old cultivated strips, separated by turf balks, were 
cleared away and the modern fenced fields were substituted. 
With the new system went the introduction of the rotation 
of crops, and stock-breeding was also improved. All this 
helped England to survive the economic struggle with 

1 ‘Notes’ in CEww, vol. vii, p. 184. Cf. also ‘Advertisement’ to fim edition of 
Butler’s Anahgy. But they were both thinking primarily of the upper classes. 
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Napoleon. But enclosure was a costly process, for it was 
very expensive to procure the necessary private Acts of 
Parliament. It was therefore largely the work of capitalists 
and tended to benefit them. On the other hand, it had the 
effect of depressing the peasant; he was no longer self-suf- 
ficing, for he lost his meadow and grazing rights, and it 
was difficult — and often impossible — to allot him a plot 
of ground equivalent in quality and convenience to the 
scattered strips which he had lost. The compensation given 
to the dispossessed commoner or small-holder usually took 
the form of money, but this was often inadequate to enable 
him to purchase another farm. Arthur Young said in i8oi : 
“By nineteen Enclosure Bills in twenty the poor arc injured, 
and in some grossly injured.^ Thus the peasant became de- 
pendent on what he could earn as wages ; but towards the 
end of the eighteenth century — ^thc time of the French wars 
— ^these had reached very low levels, and that at a time when 
food was especially dear. 

In an attempt to deal with this situation it was suggested 
that wages should be assessed by law and that the price of 
labour should be proportionate to the price of wheat, which 
was about 3 or. a quarter in 1750 and had risen to 119^. 6^. in 
1801. This was not easy to effect, and therefore during a 
period of severe distress which occurred in the last decade 
of the eighteenth century another expedient was devised. 
At Speenhamland, now part of Newbury in Berkshire, the 
justices in 1795 decided to grant relief to starving labourers 
on a sliding scale for each member of the family; this scale 
was based on the price of bread and it went to supplement 
inadequate wages. The scheme was widely adopted; but its 
effects were to depress wages, to discourage initiative and 
self-help, and to multiply the children of paupers. A com- 
mittee which reviewed the working of the scheme in 1824 

Amuis of Agrtctdfttrtt vol. 56, p. jjS. 
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said : “There ate but two motives by which men ate induced 
to wotk: the one, the hope of imptoving the condition of 
themselves and their families; the other, the fear of punish- 
ment. The one is the principle of free labour, the other the 
principle of slave labour. The one produces industry, fru- 
gality, sobriety, family affection, and puts the labouring 
class in a friendly relation with the rest of the community; 
the other causes, as certainly, idleness, imprudence, vice, 
dissension, and places the master and labourer in a per- 
petual state of jealousy and mistrust. Unfortunately, it is 
the tendency of the system of which we speak to supersede 
the former of these principles, and to introduce the latter.” ^ 
Another factor which contributed to the Industrial Revo- 
lution was the development of machinery and the use of 
steam. Down to the first half of the eighteenth century 
many industries, such as spinning, weaving, furniture or 
basket making, were carried on in cottages. In some trades 
this domestic system and the capitalist system existed side 
by side; but the cottage industries did give remunerative 
employment to women and children and so helped to 
supplement the labourer’s wages. But the invention, during 
the second half of the century, of machines for dealing with 
textiles led to the setting up of factories and the ousting of 
domestic workers. At the same time power was applied to 
machinery — at first water-power and then steam; so that by 
the early part of the nineteenth century the transference of 
industry from domestic conditions was fairly complete. 
The effects of this change were considerable. There was a 
rapid increase of population, helped by the Speenhamland 
pauperisation of the agricultural labourer and also to the 
greater chance of survival due to advance in medical science. 
With it went a redistribution of the population, stimulated 
by the improved means of communication. There was a 

^ Quoted by Cunningham^ The Growth of English Jfdmtry and Commme, pp* 720--1* 
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movement from southern England to the coalfield areas of 
Lancashire, the West Riding, Staffordshire, and Glamorgan. 
A great influx into the towns began from the country dis- 
tricts. In 1760 no town outside London had more than 
50,000 inhabitants, except Bristol and possibly Liverpool. 
The new population concentrated in the towns of the in- 
dustrial areas, which grew with incredible quickness and 
with little regard to planning or coirtrol. Sanitation and 
water-supply were alike inadequate. We have still a legacy 
of this unregulated urban growth in the depressing slums, 
with their back-to-back houses, of the great industrial 
towns of the North. It is important to note that this rapid 
and uncontrolled expansion implied a shortage of schools 
in the new manufacturing areas. For this reason the Factory 
Acts, the first of which was passed in 1802, almost always 
contain some reference to the provision of rudimentary edu- 
cation for children employed in mills. These children were 
indeed often employed under appalling conditions, with long 
hours and very low wages, and with little regard to their 
intellectual or moral well-being. Yet the parents usually 
acquiesced because they were dependent on what their chil- 
dren could earn. The demand for child labour in the mills was 
stimulated by the fact that one adult could tend a machine 
with the help of several children. To secure a sufficient 
riumber of recruits factory owners imported parish-appren- 
tices from workhouses. Some of the employers were humane 
and enlightened, but too often the children were most 
cruelly treated, for there was no inspection or safeguard.^ 
It may be asked; Why were such things allowed? There 
were, as we shall see, serious attempts to deal with these 
evils, and not everyone was lethargic or cynical. But some 
sort of theoretical justification for acquiescence was afforded 

^This pomt is weU iUusttated by Prof. Frank Smith in his Hiffory ef B/gM 
^mtary BAucation, pp. ij-ij. See ako M. W. Thomas, Young Botb ihndmtry, 
1750-1945. ^ ^ 



INTRODUCTION wii 

by the cuiTcnt political theory of laissez-faire, which implied, 
opposition to government interference and a belief in free 
competition and the unrestricted liberty of the individual. 
The school of docirinairc economists who proclaimed this 
theory owed much to Adam Smith, whose Wealth of Nations 
was published in 1776; but it was developed during the 
earlier part of the niircteenth century by such writers as 
Ricardo, Malthus, and John Stuart Mill. A Committee of 
the House of Commons gave expression to the doctrine in 
a Report issued in 1806: “The right of every man to employ 
the capital he inherits or has acquired according to his own 
discretion without molestation or obstructioir, so long as 
he does not infringe on the rights or property of others, is 
one of those privileges which the free and happy Constitu- 
tion of this Country has long accustomed every Briton to 
consider as his birtli-right.” Thus laissez-faire played into 
the hands of the capitalist and afforded a comfortable econ- 
omic doctrine to justify his exploitation of the advantages 
which he enjoyed. The governing classes, to salve their 
consciences, preached — and indeed practised — ^private char- 
ity ; the suffering poor were encouraged to exercise self-help, 
or, failing that, resignation. “Let compassion be shown in 
action,” said Burke, ^ “the more the better according to 
every man’s ability, but let there be no lamentation of their 
condition. . . . Patience, labour, sobriety, frugality, and re- 
ligion should be recommended to them.” This belief in self- 
help and voluntary effort for social welfare also seemed to be 
justified by the rapid rise of men of vigour and draracter who 
worked themselves up and became wealthy manufacturers. 
Such examples suggested that the existing order of things 
afforded sufficient opportunity for individual effort, and it 
militated against plans for providing educational or social re- 
form on a national scale and through the agency of the State. 

1 voL vii» p. 577 {Thoughts md Detai/s on Scarcity)* 




i^4RT yl 


i.'niK'/VriON DURING THE LATTER PART OF 

Mn-ii; i.:igiitiu'.ntii century and at TI-IE 

UI'.GINNING Ol' THI': NINIH’EENTH 



Chapter I 

ELEMENTARY EDUCAllON 

Private Schools, Charity Schools, Schools of Industry, and Sunday Schools. 

The social setting described in the Introduction, provides 
the background against which will be described the various 
tjTpes of educational institution which were available in 
England during the latter part of the eighteenth century, 
and many of which survived until well into the following 
century. In this account we may, for the sake of con- 
venience, employ the terms ‘elementary’ or ‘primary’ and 
‘secondary,’ though it should be understood that they were 
not in contemporary use in this country.^ It should also be 
noted that the State did not aid or control any of these edu- 
cational agencies. They were carried on by private indivi- 
duals, though in many cases — as will be seen — under the 
aegis of the Church. 

Of elementary schools we can distinguish several different 
types. There was first of all the ‘dame school,’ usually kept 
by an elderly woman whose weekly fee for each pupil was 
a few pence. A picture of such an institution is given in 
William Shenstone’s often-quoted poem The Seboohm stress ^ 
which made use of Alexandrines in imitation of Spenser. 
The poem dates from 1742, but there were schools in exis- 
tence for more than another century of which the descrip- 
tion would still hold good: 

In ev’ty village marked with little spire 
E.mbow’r’d in trees and hardly known to fame. 

There dwells, in lowly shed, and mean attire, 

A matron old, whom we Schoolmistress name; 

Who boasts unruly brats with birch to tame; 

^ The terms primaire Md secondmre came from France and (so fat as I am awate) 
wpeared for the first time in a Report presented to the Legislative Assembly by 
Condorcet m 1792. 
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I'hfy f/it'vni Sf)fr, in pilcous durance pent, 

/hrd pY (he /ww'r nf (bis relentless dame; 

And njt-limes, on VfVOsiries idly bent, 

\‘or unit' //}{>( hair, or (ash uncomPd, are sorely shent. 

Nearly seventy years later the poet Crabbe describes a 
city dame sciiool of tnueh the same type: 

Vr/ one (here is, that small regard (o ride 
i )/' s(udy pays, and still is deemed a sdml; 

Thai where a deaf, poor, patient widow sits 
And awes same thirty infants as she hats — 

Infants of humble, busy wires, who pay 
Some (rifling price for freedom through the dayi 

Anot her iJescript ion oi' a dame school comes from Charles 
Kingsley’s Water IWw, which was published as late as 1863 
and owes much to a four hy the author in the Yorkshire 
Dales in the late fifties. Tom, tlic chimney-sweeper’s boy, 
came down over 1 larthover Crag into Vendalc and was 
given shelter by an <dd lady who kept the village dame 
school. “At her feet sat the grandfather of all cats; and op- 
posite her sat, on two benches, twelve or fourteen neat rosy 
chubby little children, learning their Chris-cross row.” That 
is a much pleasanter picture than the other two; and an 
article on ‘'fhe Dame School Forty Years Ago,* by a ‘Work- 
ing Man,’ which appeared in the School Board Chronicle of 
May nth, 1872, speaks in the highest terms of a school of 
this type which the author entered at the age of four. He 
compares it favourably with the National School to which 
he was sent later. But it is obvious that on the whole Hamfi 
schools were little more than baby-minding establishments 
and that the education which they gave was extremely rudi- 
mentary.* 

^ Ctftbbe, Tk Letter xxiv* 

* According to the of the Newcastle Commission Danics* schools 

are very common both in the country and in towns/’ They were dccUrcd to 
be ‘‘generally yery incMcient.” (Sec vol i, pp* a8 and a^.) 
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An institution which gave some kind of elementary edu- 
cation to rather older children was the common day school, 
or private day school. The master was often a man who had 
failed at other employments or was handicapped by some 
physical deformity. In the poem by Crabbc, already quoted, 
we have a description of a common day school in the 
Borough, south of London Bridge: 

Poor Reuben Dixon has the noisiest school 
Of ragged lads, who ever bow’d to rule; 
how is his price — the men who heave our coals 
And clean our causeways send him boys in shoals. 

To see poor Reuben, with his fry beside — 

Their half-checked rudeness and his half-scorned pride — 
Their room the sty in which tff assembly meet 
In the close lane behind the Northgate .Slreet; 

To observe his vain attempts io keep the peace- 
Till tolls the bell and strife on both sides cea.re — 

Calls for our praise; his lahour praise deserves 
But not our pity; Reuben has no nerves; 

’Mid noise and dirt and stench and play and prate 
He calmly cuts the pen or views the slate. 

It seems that the masters in such schools were often 
ignorant, and sometimes even cruel and dissolute. Yet not 
all common day schools were inefficient. Joseph Lancaster, 
of whom more will be said later, worked out his monitorial 
system in such a school. 

The dame school and the common day school provided 
a rudimentary education for the children of those who 
could pay fees — ^though the weekly charge was always a 
very small one. But the social conditions which have been 
described in the Introduction made it obvious that some- 
thing would have to be done for the very poor. So 
long as the theory of the divine stratification of society was 
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held, the chief impetus to provide popular education was 
humanitarian or religious. Fear was sometimes another 
motive. The governing classes in Emgland were much 
jolted by the French Revolution, which was indeed a 
startling challenge to privilege. At first it had been welcomed 
by many in this country as a victory for constitutional free- 
dom, but subsequent excesses alienated English sympathy. 
The Revolution was violently denounced by Burke, who 
referred to the common people as the ‘swinish multitude.’ 
He was answered by Tom Paine in his Kigbfs of Man, which 
became the gospel of the radical movement. But feeling in 
England was so strong that Paine escaped imprisonment 
only by flight to France. A few years later, when the suffer- 
ings of the working classes were increased by the French 
wars, there was a fresh upsurge of radicalism and repub- 
licatiism, especially in the new industrial areas. Disorders 
occurred in some of the big manufacturing towns, and in 
1796 the mob in Manchester created a riot at a theatre dur- 
ing the singing of the National Anthem. Thus, over and 
above the idea of popular education as a humane or religious 
duty, there was a feeling that some modicum of education 
would prove a safeguard and would combat vice, irreligion, 
and subversive tendencies among the poor. They must be 
taught to live upright and industrious lives in that station 
of life unto which it had pleased God to call them. This 
helps to explain the great stress which was laid on so-called 
‘religious’ education in philanthropic schools for the poor. 

An answer to the problem was found in the charity 
schools. Schools of this type had been started by the Society 
for Promoting Christian Knowledge as early as 1698. 
These schools were associated with parishes, and catered 
mainly for day pupils, although some had boarders. The 
catechising of the children was performed by the clergy; 
the masters were required to be members of the Established 
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Chutch and also “to be of meek temper and humble be- 

];ig,ve a good government of themselves, and to 
keep good order.” In by Bot^, published by Dickens 

in 1836, there is a pathetic picture of the parish school- 
master. He is represented as a man who had sustained many 
misfortunes and financial reverses, and had finally been 
driven to apply for parish relief. But a churchwarden who 
had known him in happier times obtained the situation for 
him. “Time and misfortune have mercifully been permitted 
to impair his memory, and use has habituated him to his 
present condition.” It is obvious that all parish school- 
masters were not of this t)^e, and as .Miss M. G. Jones 
points out: “The men and women who earned their liveli- 
hood as (charity) school teachers have suffered hardly at the 
Fands of contemporaries and of posterity.” ^ But on the 
whole they were of much the same class as the proprietors 
of the common day schools, to whom reference has already 
been made. 

The curriculum of the charity schools — so fiir as they 
could be said to have one — ^included religious instruction 
(which usually meant learning the catechism by heart), and 
reading. In some cases writing and arithmetic were added. 
But apart from ‘religion’ the main stress was on industrial 
occupations, for the children were designed to become 
labourers or domestic servants and were therefore en- 
couraged to develop ‘habits of industry.’ Spinning, sewing, 
knitting, gardening, and even ploughing were taught. No 
fees were paid, for the charity schools were supported some- 
times by legacies and endowments, but usually also by 
voluntary contributions. The needs of the charity schools 
were kept before the public by the attendance of the child- 
ren at church, where seats in the gallery were reserved for 
them. On certain Sundays charity-school sermons were 

1 M, G. Jones, T/je Charity School Movement t toz* 
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pteachcd and special collections wetc made. From 1704 on- 
wards an annual service attended by charity-school children 
from London and Westminster was held; and from 1782 to 
1877, when the custom ceased, this took place in St. Paul’s 
Cathedral.^ Some thousands of cliildren were present and 
the occasion was regarded as an important one. William 
Blake makes a moving reference to it in his Songs of Innocence: 

0 what a multitude they seem'd, these flowers of London town I 
Seated in companies thej sit with radiance all their mn. 

The hum of multitudes was there, but multitudes of lambs. 
Thousands of little hoys and girls raising their innocent hands. 


The charity schools did important work during the 
eighteenth century. By about 1760 they were educating some 
30,000 children, but they tended to decline in efficiency, 
if not also in numbers, as the century progressed. Beside 
the Church of England sclaools there were some noncon- 
formist and Roman Catholic charity schools; but these had 
no central co-ordinating body, like the S.P.C.K., to stimu- 
late their zeal. By the end of the century charity-school 
methods were being criticised as mechanical, and the cate- 
chising by parish clergy as perfunctory. Mrs. Trimmer, 
writing in 1792, says: “Notwithstanding the plan is still in 
force which was originally concerted for the purpose of 
giving the children educated by charity a comprehensive 
knowledge of Christianity and to exercise them betimes to 
the practice of piety, it must be acknowledged that the 
education of children brought up in the charity schools is, 
in general, very defective in these particulars.” ^ She com- 
plains that teachers are incompetent, reading books are too 
difficult, and the Bible and Prayer Book are taught by rote, 


^ In i860 a proposal was made to transfer this service to the Crystal Palace I 
Fortunately it was not carried out. . ^ , 

* m the Xiducuthn of Children in Charity ^choolSf p. 19. 
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so that children rarely understand what they arc required 
to repeat. The charity schools paved the way for the moni- 
torial schools which arose early in the nineteenth century, 
and of which something wiU be said later. But, for all their 
limitations, they made a real contribution to popular educa- 
tion. They were part of a movement which was not con- 
fined to England. A German named Francke (x663-i727) 
had started similar schools. He is associated with a move- 
ment called Pietism, which defined religion in terms of 
humanitarianism. The object of his educational efforts was 
to provide religious training for poor and neglected children, 
and to this he added practical instruction. Thus Pietism had 
close affinity with the nobler motives which prompted the 
charity-school movement in this country. Francke was in 
close correspondence with the S.P.C.K., and his views 
and his work were well known to the promoters of our own 
charity schools. 

Yet another type of free education for the very poor was 
afforded by the schools of industry. Something of tliis kind 
for pauper children had been advocated as far back as 1697 
by the English philosopher Locke. He says : “The children 
of labouring people are an ordinary burden to the parish, 
and are usually maintained in idleness, so that their labour 
also is generally lost to the public till they arc twelve or 
fourteen years old. The most effectual remedy for this that 
we are able to conceive, and which we therefore humbly 
propose, is, that, in the fore-mentioned new law to be en- 
acted, it be further provided that working schools be set up 
in every parish, to which children of all such as demand 
relief of the parish, above three and under fourteen years of 
age, whilst they live at home with their parents, and are not 
otherwise employed for their livelihood by the allowance 
of the overseers of the poor, shall be obliged to come.” ^ 

1 See Locke, On eel. Quick, Appeudiac A, 
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Little came of this proposal until the latter part of the 
eighteenth century. But under the impact of the industrial 
revolution and the rise of the factory system ‘working 
schools’ of this kind began to be opened, to which children 
were admitted from an early age. There they were taught 
to spin, wind, knit, plait straw, sow, cobble shoes, and do 
gardening jobs. The sale of the products of their labour- 
paid the expenses of the school and provided the children 
with meals. We even read of cases where a small surplus 
■was returned to the pupils in the form of wages. Provision 
was made for religious instruction — ^which, for reasons 
already explained, was regairdcd as of paramount impor- 
tance — and sometimes also for the teaching of reading; 
but beyond this there was little or no intellectual in- 
struction. 

In some places pauper children were removed from the 
workhouse and sent to schools of industry, or the schools 
were confined to workhouse children. In 1796 Pitt pro- 
posed that children whose parents were in receipt of poor 
relief should be compelled to attend schools of industry; 
but this plan was not put into practice. The general 
effect of these measures was to depress the status of schools 
of this type, and they were also handicapped by competition 
with child labour in factories. Employers tended to object 
to them because they diminished the supply of this labour, 
and parents found that they could profit better from the 
earnings of their children if they worked in mills. An or- 
ganisation called the Society for Bettering the Condition 
and Increasing the Comfort of the Poor, which was founded 
in 1796, tried to foster schools of industry, and also started 
friendly societies, soup kitchens, and savings banks; but 
these efforts were far from solving the problem of popular 
education. A return of 1804 showed that there were 188,794 
children aged five to fourteen in receipt of parish relief, but 
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of these only 20,336 were in schools of industiy and receiv- 
ing education.^ 

Another contribution to the elementary education of the 
poor was made by the Sunday schools. The break-up ot 
home education and the employment of children in factories 
were condoned or even welcomed because of the current 
laisse^;-faire theories and the demand of manufacturers for 
child labour and of parents for their children’s earnings. 
But factory work left one day in the week free,and this made 
possible the Sunday-school movement. It is associated parti- 
cularly with Robert Raikes, though he did not originate it. 
He was a well-to-do newspaper owner in Gloucester, and 
he used his resources to open schools for the undisciplined 
and illiterate children who were employed in local pin 
factories all the week, and let loose on Sundays. The scheme 
proved successful and it spread. It was made hnown through 
the agency of the Gentleman’s Magazine and other journals 
of the day, and it soon captured the popular imagination. 
In 1785 was founded the Society for Establishment and 
Support of Sunday Schools in the different Counties of 
England. It formed local committees which were composed 
half of churchmen and half of nonconformists — a note- 
worthy fact in view of future religious difficulties in linglish 
education. The aims of the Sunday schools were religious 
and social rather than intellectual. The rules of the Society 
include this instruction: “Be diligent in teaching the 
children to read well. . . . Neither writing nor arithmetic is 
to be taught on Sundays.” Professor Halcvy has reminded 
us that Protestantism is the religion of a book, and “read 
well” in this context obviously refers to reading the Bible 
or a religious manual. This explains why so often in elemen- 
tary popular education at this period the curriculum is con- 
fined to religious instruction, reading, and manual work, 

1 Keporf of Society for Bettering the Condition of the Poor (1809), p* 307 
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but includes no other form of intellectual instruction. Sun- 
day-school children were also taken to church or chapel. 
The teachers were originally paid a small fee for their Sun- 
day duties; but as the movement progressed the number of 
voluntary teachers greatly increased and the paid teacher 
tended to disappear. The interest and support of the ‘upper 
classes’ were secured by making them ‘visitors’ of Sunday 
schools. A great deal was done by some of these philan- 
thropists, such as Mrs. Sarah Trimmer and the sisters 
Hannah and Martha More. In some cases the schools were 
opened at times during the week and their curriculum was 
extended to include practical work. 

The Sunday schools had a rapid success. In 1787 they 
had 250,000 pupils in Great Britain; in 1801 there were 
156,490 in London alone. They even tended to choke out 
the day schools, owing to the fact that manufacturers en- 
couraged their child-employees to attend them, lest they 
might lose their labour otherwise.^ Attending a school on 
Sunday did not interfere with labour in the mill during the 
week, and a modicum of education might have a civilising 
and stabilising effect on the worker. The Sunday-school 
movement also affected adults, and in some places writing 
and arithmetic were taught even in these schools to those 
who had left the ordinary Sunday school where they had 
learnt to read. J. R. Green in his Short Histoty of the English 
Eeopk says : “The Sunday schools established by Mr. Raikes 
were the beginning of popular education”;® and in a sense 
this is true. These schools are of great importance because 
they provided the chief means of humanising and educating 

^ Southey goes so far as to complaia that the Sunday schools have been made 
“subservient to the merciless love oi gain. The manufacturers know that a cry would 
be raised against them if their little white slaves received no instruction ; and so they 
have converted Sunday into a Schoolday,” (Letter to Lord Ashley, February 7th, 
1853.) It was estimated that at the time when he wrote there were as many as one 
and a half million children attending Sunday schools in Great Britain . 

• Chap, X, ^Modern England’ ; sect, i. 
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the great mass of children who, after the Industrial Revolu- 
tion, provided labour in factories. “In the new factory 
towns, amidst the social degradation and anarchy produced 
by violent economic change prolonged through twenty 
years of war, they were the sole organs of a community that 
transcended the fierce antagonism of misconceived class 
interests. In them the masters, foremen, and workets of the 
factory met on the common ground of mutual service.” ^ 
But the Sunday schools did even more than this. They initi- 
ated the idea in this country of universal education applied 
to children of all ages and free of cost. At the same time they 
gave to our educational system a religious and denomina- 
tional colouring which still survives. 

Before concluding this outline account of elementary 
education in the second half of the eighteenth century and 
the early part of the nineteenth, something should be said 
of an important contribution made by the so-called ‘circu- 
lating schools’ in Wales. These were started in 1757 by the 
Rev. Griffith Jones, vicar of Llanddowror, near Garmarthcn. 
He realised that the existing Welsh parochial schools were 
too few and inefficient, and he therefore established schools 
for teaching the poor to read the Bible in the vernacular and 
to obtain religious instruction from catechisms. The teachers 
travelled from place to place, staying three or six months in 
each locality, and the lessons were given in any vacant 
building— for example, a church, chapel, or empty house. 
The schools were open to adults as well as to children and 
were available in the evening as well as in the day-time. 
The movement was helped by the S.P.C.K. which gave 
Bibles and other books as well as financial support, and alst> 
by the donations and subscriptions of sympathisers, not only 
from Wales, but also from England. At Griffith Jones’s 

Ww/O/iitew the Arimi^hts, p. 41, quoted by Frank Smith 

Htsfory of English Bdem6ntary Bducaiion^ p, 65* 
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death in 1761 no less than 3,493 of these circulating schools 
had been organized, and by 1777 the number had risen to 
6,465. But the scheme was mismanaged by his successors, 
and his schools died out towards the end of the eighteenth 
century, to be replaced by the Sunday schools which from 
the very beginning increased rapidly in Wales. 



Chapter 11 

SECONDARY EDUCATION 

Endowed Schools, Public Schools, and Pirivatc Schools. 

We have now to describe secondary education during the 
period under consideration. This was given in the endowed 
schools and the private schools; but more information is 
available about the former than about the latter. 

The endowed school, or grammar school, is an institu- 
tion of considerable ancestry which can indeed be traced 
back to Roman times. Strictly speaking, it was a school 
where the classical languages (for this was the technical 
meaning of the term ‘grammar’) were taught. The endowed 
schools owed their origin to pious founders of various 
types. In the earlier days they had been mainly bishops or 
churchmen. Some of these schools were refounded at the 
Reformation. Sometimes the school had been provided by 
a Guild or a City Livery Company. In Tudor times the 
founders were mainly yeomen or merchants or men of 
title; and in some cases — as at Lady Manners’ School, 
Bakewell — ^the school came into existence owing to the 
liberality of a woman. Eton and Winchester were in a sense 
unique, and for this reason are perhaps specially entitled to 
the name ‘public schools.’ Eton was founded in 1440 by 
Henry VI, and Winchester, which owes its origin to 
William of Wykeham, is still older (1582). Both ate associ- 
ated with colleges — Eton with King’s, Cambridge, and 
Winchester with New College, Oxford; and both schools 
are themselves collegiate foundations and are still known as 
Eton College and Winchester College. Like the colleges of 
Oxford and Cambridge, they are societies of people living 
together for the promotion of a common purpose — ^in this 
case, education. Thus from the very beginning Eton and 
Winchester have been boarding schools. But most of the 

14 
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other old 'public’ schools are town grammar schools which 
have outgrown their purely local associations, though a 
few (c.g. Westminster and King’s School, Canterbury) have 
developed out of pre-Reformation monastic or cathedral 
schools. Rugby may be taken as an example of a ‘glorified’ 
grammar school. In 1567 a certain Lawrence Sherrifif, who 
had prospered as a citizen and grocer of the City of London, 
left some funds for the founding of a school at his native 
place, Rugby, which was then a small village containing 
barely a hundred houses. It was designed for local boys — 
“the children of Rugby and Brownesover (a neighbouring 
village) and next for such as bee of other places thereunto 
adjoyneing.” ^ There were to be no fees, and an almshouse 
was to be attached to the school. An“honest, discreet and 
learned man being a master of arts” was to be engaged to 
teach in this “free grammar school.” But as the endowment 
increased in value the school grew wealthy and new build- 
ings were erected. The development of communications 
and the influence of a great headmaster made it possible to 
turn a small local free grammar school into a famous board- 
ing school which drew its pupils from all parts of the 
country. Attempts have been made to justify this trans- 
formation in the face of the founder’s original intention. 
The phrase pmperes et indigmtes is often used in foundation 
deeds to describe those who are to benefit under educational 
endowments. It might therefore seem that schools like 
Rugby — ^Harrow and Shrewsbury have had a similar history 
—applied for the benefit of the sons of wealthy patents 
funds which were originally intended to be devoted to the 
cducationof the poor and indigent boys of a specified town or 
locality. Mr. A. F. Leach in his Schools ofMediaval Bnglandp 

‘ Sec W. M. 1^. Rouse, A History of ^gly School, Appendix I, p. j6o. 

» Pp. ao6-8. Lcach’a view is strongly contested in Wilkins and Fallows, 
BAmaiimml 'Emkwmmts^ published by the W.E.A. See also Fleming Keport on The 
hihlic Schools (X944), p. 8* 
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when dealing with Winchester College, contends that 
pauperes et indigentes does not mean 'paupers,’ but rather — 
to use a modern phrase — 'those in need of financial assis- 
tance.’ There is something to be said for this view, although 
the bulk of the pupils of the grammar school which had 
developed into a public school would still not come under 
this description. It remains true that public schools like 
Rugby and Harrow — and, in fact, most of those of old foun- 
dation — ^have gone far beyond the intentions of the original 
founders. Down to the latter part of the eighteenth century 
the only exclusively boarding public schools in the kingdom 
were Eton and Winchester. 

It is interesting to note that, sofar as the grammar schools 
were concerned, the masters were supposed to hold a teach- 
ing licence which was granted by the Bishop of the diocese. 
This is a custom of some antiquity; it dates from at least the 
Middle Ages and it is not confined to this country. The 
77th Canon of the Book of Common Prayer (1604) lays it 
down: “No man shall teach either in publick school or 
private house, but such as shall be allowed by the Bishop of 
the diocese, or Ordinary of the place, under his hand and 
seal, being found meet as well for his learning and dexterity 
in teaching, as for sober and honest conversation, and also 
for right understanding of God’s true religion; and also 
except he shall first subscribe to the first and third Articles 
aforementioned simply, and to the two first clauses of the 
second Article. As late as 1795 iti the case of Pex v. the 
Archbishop of York, it was held that “masters of grammar 
schools must be licensed by the ordinary who may evaininff 
the party^ ^pplyhig for a licence as to his learning, morality 
and religion.” 1 There was no doubt as to the legal position 
-—though it should be noticed that the requirement of a 
licence to teach applied to masters in grammar schools and 

" A copy of a schoolmaster’s ‘Licence to Teach’ is given in Appendix I, p. 373. 
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not apparently to those in elementary schools, except the 
parochial charity schools. But by the end of the eighteenth 
century the Church had lost some of its interest in edu- 
cation, and the licence to teach was not always required. 
It was not finally abolished until the passing of the Endowed 
Schools Act in 1869. 

The curriculum of the grammar school was indicated in 
its title. There had been a time when the classical languages, 
to which this term ‘grammar' refers, were the key to almost 
all human knowledge, and when power to write and speak 
Latin well was the most purely vocational and utilitarian 
equipment with which the grammar school could supply 
its pupils. But, although that was no longer the case, the 
curriculum of the endowed grammar and public schools at 
the end of the eighteenth century was still much the same 
as it had been at the time of the Renaissance. It consisted 
mainly of Latin and Greek, to which at Merchant Taylors’ 
Hebrew was added for the senior boys. The methods of 
teaching also were largely traditional. In Toffi Brom’s School- 
days there is a detailed description of the “time-honoured 
institution of the Vulgus, commonly supposed to have been 
established by William of Wykeham at Winchester, and 
imported to Rugby by Arnold.”^ It is true that school- 
masters tend to be a conservative race, and some schools 
are even yet museums of obsolete or obsolescent practices. 
But there was a theoretical justification for the retention of 
Latin and Greek long after they had any practical value for 
those set to learn them, or any ‘carry-over’ into the ordinary 
life of the ordinary pupil. It was furnished by what in 
modern psychological phraseology is called ‘formal train- 
ing’ and the ‘transfer of training.’ It has been maintained 
that the study of certain subjects affords a mental discipline; 
by such a process the mind of the child is trained and helped 

^ Hughes, Horn 'Browris Schooldays^ pt. ii, chap iii. 
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to perform the different and multitudinous tasks which it 
will have to tackle in later life. It was claimed that Latin and 
Greek par excellence subjects of this kind; and the claim 
was advanced as the chief argument against those who ques- 
tioned the utilitarian value of the Classics in education. A 
headmaster giving evidence before a Royal Commission in 
the middle of the nineteenth century said : “Classical studies 
are for all boys a gymnastic of the very best kind.” More 
recently the theory has been invoked on behalf of the 
study of scientific subjects. The Report of the Prime 
Minister’s Committee on Natural Science in Education 
(1918) says; “As an intellectual exercise science disciplines 
our powers of mind. ... It quickens and cultivates directly 
the faculty of observation.”^ Modern psychological investi- 
gation has greatly modified the force of the ‘formal train- 
ing’ and ‘transfer’ theory;* yet even today it is not in- 
frequently put forward as if it were a self-evident truth. 
The fact remains that, so far as any theoretical basis was 
supplied to justify a traditional practice, this doctrine held 
sway in the grammar and public schools throughout the 
period which we are considering. They continued to give 
their chief attention to what in the current school idiom 
was called ‘business’ — ^i.e. the Classics. 

In thecaseof someof the grammar schools — and especially 
of those in country districts— there was little local demand 
for a curriculum of this kind. All that the headmaster had to 
do was to draw his salary, which was provided by the endow- 
ment. In 179J Lord Chief Justice Kenyon described 
the English grammar schools as ‘empty walls without 
scholars and everything neglected except the receipt of the 
salaries and emoluments.”® That state of affairs was not un- 
known for many years to come. As late as 1866 the head- 


1 op. at., % 5. 

I Y (by Ptof- H. R. Hamley) in the Spens 

See De Montmotency, StaU Intmentm in English Edmatim, p. 180. 
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master of Whitgift School, Croydon, had held office for 
thirty years and during that time had not had a single pupil. 
Yet, bad as it was, something perhaps can be said to 
extenuate such a situation. In 1805 Lord Chancellor 
Eldon ruled that the governing body of Leeds Grammar 
School, which was desirous of adding to the classical curri- 
culum arithmetic, writing, and modern languages, was 
incompetent to do this. It was held to be illegal because the 
school had been founded (like Rugby) as a free ^ammar 
school; and Eldon decided that a grammar school must 
teach ‘grammar’ — ^i.e. the classical languages — and nothing 
else. Any addition to the curriculum would involve a mis- 
application of the school’s endowments. This important 
judgment was not overset till the passing of the Grammar 
Schools Act in 1840. It implied that an endowed school 
could refuse to teach anytliing but Latin and Greek, or that, 
even if it had been founded as a free school, the headmaster 
could exact his own private terms for the teaching of other 
subjects. Perhaps this is the origin of the ‘extras’ which used 
to figure on school bills. In any case — as has been said — 
Latin and Greek were the school’s ‘business’ — the real 
purpose of its existence; any other subject was outside the 
curriculum proper and was often taken on a half-holiday. 
Arithmetic was the chief ‘extra’ of this kind. The attitude 
towards such subjects, as Adamson appositely points out, 
was similar to that of the modern grammar school towards 
typewriting and shorthand. 

In defence of this state of things it can be said that in 
some cases and with some pupils the teaching of the Classics 
was not unsuccessful. It certainly produced scholars and 
statesmen of the type of Burke and Pitt, Chatham and Peel 
and Gladstone. It is also true that the teaching of non- 
classical subjects consisted mainly of rote-work — ^the get- 
ting by heart of long lists of dates or capes and bays. Yet, 
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however strong were the forces of conservatism and the 
belief in the fortifying virtues of the good old classical 
discipline, there was also plenty of criticism. As early as the 
end of the seventeenth century-the philosopher Locke had 
censured over-emphasis on grammar and rote-work in the 
teaching of Latin, and he called attention to the neglect of 
the mother-tongue and other subjects. In the period at 
present under consideration some of the most drastic criti- 
cisms came from the pen of Sydney Smith and were pub- 
lished in the Edinburgh Revieju. In an essays entitled Too 
much Laiin and Greek, published in 1809, he says : “A young 
Englishman goes to school at six or seven years old; and he 
remains in a course of education till twenty-three or twenty- 
four years of age. In all that time, his sole and exclusive 
occupation is learning Latin and Greek: he has scarcely a 
notion that there is any other kind of excellence.” 

It was not only the curriculum of the public and grammar 
schools which was criticised. In many of these schools the 
boarding arrangements were primitive and the food very 
poor. At Eton the boys had to wash at the pump and the 
dormitories were damp. Discipline, again, was often very 
harsh. John Keate, headmaster of Eton from 1809 to 1834, 
though only about five feet high, won a reputation as a 
flogger. On one day in 1852, in his sixtieth year, he flogged 
eighty boys. These drastic punishments were largely necessi- 
tated by the huge size of the forms. Keate tookall the Upper 
School at once — 198 boys.* When he retired in 1834, having 
brought the numbers in the Upper School at Eton up to j 70, 
there were still only nine masters. Under such conditions the 
only way to keep order was by terror. The assistant masters 
were not expected to help with discipline, and the senior 
boys were often ringleaders in disorder. It is hardly sur- 

^ It was a review of R. L. Edgeworth^s Professional Bdumiion (sec infra^ p. 48). 
Sydney Smith, Bsst^s, P* 9i- 

® See Maxwell Lyte, A History of Eton College^ P* 386, 
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prising, therefore, that there were frequent rebellions and 
barrings-out. At Winchester there were several rebellions 
in the last quarter of the eighteenth and first quarter of the 
nineteenth centuries. In 1793 the boys held the College 
buildings for two days and, fired no doubt by the news from 
revolutionary France, set up the red cap of liberty. In 1818 
another rising at Winchester had to be put down by two 
companies of soldiers with fixed bayonets. At Rugby in 1797 
the boys blew up the door of the headmaster's study with 
gunpowder. Soldiers had to be called in and the Riot 
Act was read. The last serious school rebellion on record 
occurred at Marlborough as late as 18 ji. 

These excesses were partly due to the fact that little pro- 
vision was made for the boys’ free time. Organised games 
were in their infancy and received little encouragement, as an 
occupation of educative value, from the school authorities. 
It was Butler, headmaster of Shrewsbury from 1798 to 1836, 
who said that football was fit only for butcher boys ; but he 
was probably thinking of the game as played by hooligans in 
the streets. We have it on record that at Eton in the second 
part of the eighteenth century such games as battledore, 
tops, and hoops were still played. Gray, in his ode on a 
Distant Prospest of Eton College^ had written this in 1748: 

Say, Father Thames, thou hast seen 
Full many a sprightly Kace, 

Disporting on thy Margent green 
The Paths of Pleasure trace. 

Who foremost now delight to cleave 
With pliant Arm thy glassy Wave? 

The captive Einnet which enthrall? 

What idle Progeny succeed 
To chase the rolling Circle’s Speed 
Or urge the flying Ball? 
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It has often been pointed out that the tag about the Battle 
of Waterloo having been won on the playing-fields of Eton 
has no reference to the educative value of organised games. 
It relates literally to the. fights which took place at Eton and 
which — as can be seen from Tom Bron>n's Schooldays, or 'Brie, 
or any other school story of the period — ^were characteristic 
not only of the late eighteenth century but also far down 
into the nineteenth, and doubtless are even yet not extinct. 
But an even less desirable result of leaving boys so much to 
their own devices and of not encouraging interests for their 
spare time was that the moral tone of the boarding schools, 
at any rate, was not usually good and was often very bad. 
Bullying was not uncommon. Bunch, as late as 1854, has a 
caustic article on “Bullying at Public Schools” and refers to 
an “aggravated assault at Rugby by two ruffians of 16 or 17 
on a little fellow, apparently between 10 and ii.” Thring, 
writing from his own memories of Long Chamber at Eton 
after eight o’clock at night, says: “Cruel at times the suffer- 
ing and wrong; wild the profligacy.”® Drinking, gambling, 
and even worse excesses were not uncommon. This was, of 
course, to some extent a reflex of the prevalent moral atmos- 
phere of contemporary society, and some reference to this 
point was made in the Introduction. Sydney Smith in an 
essay published in 1810 speaks of the prevalence in the 
public schools of his day of “a system of premature de- 
bauchery” and suggests that they “only prevent men from 
being corrupted by the world by corrupting them before 
their entry into the world.” But it should be remembered 
that criticisms of this kind applied mainly to the big 
boarding schools, and to a far less degree to the ordinary 


’ yot p. 107. In November 1872 Punch again criticised very strongly the 
cruelty of tending small boys by the prefects at Winchester. The custom was darac- 
tensed as preposterous.’* 

^ Ltfi and LfiUers of ^ward Thring^ P« 23* Gladstone said that Eton durinfir 

his schooldays (1821^7) was “the greatest pagan school in Christendom.” 
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grammar schools, in which most of the pupils were day 
boys. 

The endowed public and grammar schools were not the 
only type of institution which provided secondary education 
during this period. There were also private schools. They 
have left few records or histories and the best pictures of 
them can be obtained from novels — as, for example, those 
of Thackeray and Dickens. There were always parents who 
were unwilling to allow their children to mix with the sons 
of tradesmen at the town endowed school, or too poor to 
send their boys to a public boarding school, or too appre- 
hensive of the moral dangers and roughness of life to be 
found there. Thus there was a large demand for the private 
school, often the property of a clergyman headmaster. It is 
possible that Dr. Blimber’s academy in Dombej and Son is a 
not very exaggerated picture of such a genteel school. In 
Vanity Fair the school attended by Dobbin and Rawdon 
Crawley is viewed more from the pupil’s point of view. At 
the other end of the scale we have in Squeers’ Dotheboys 
Hall an example of the private school at its worst. These 
schools varied greatly, both in kind and quality, but in all 
of them the pupils were much more supervised than in the 
public schools. The curriculum was modelled on that of the 
endowed school, but it was not tied by a dead hand — as in the 
case of Leeds Grammar School, to which reference has been 
made. This meant that there was greater room for subjects 
other than the Classics. Again, many of the parents were 
merchants, business men, or concerned with the rising 
manufacturing industries; and they created a demand for 
instruction of the so-called ‘useful’ kind. Arithmetic, draw- 
ing, history and geography, and modern languages more 
easily found a place in the private school. Much of the 
information was imparted from books of the catechism type. 
Mangnall’s Questions, first published in 1800, is a good 

a* 
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example. It survived for nearly a hundred years. The present 
writer was taught from it at a private school in the nineties 
of the last century. 

There was, however, the possibility of experiment in the 
private school, and we therefore find occasionally such insti- 
tutions of a definitely progressive type. Outstanding are 
those conducted by the Hill family.^ These were started by 
Thomas Wright Hill, the father of Rowland Hill, to whom 
we owe the penny postage, and of Matthew Davenport Hil I, 
who was a criminal law reformer. After some preliminary 
experiments the Hill family opened a school in 1 8 19 at Hazel- 
wood, near Birmingham, and it was transferred in 1833 to 
Bruce Castle, Tottenham. Although these schools date from 
the early years of the nineteenth century, they embody some 
of the most modern and 'progressive’ educational principles. 
The syllabus was not overloaded. It consisted mainly of the 
Classics, mathematics, English and French; but, in addition, 
there was a long list of ‘voluntary labours’ — options in 
which a pupil could express himself according to his own 
individual aptitudes or inclinations. The list included draw- 
ing, etching, painting, modelling, printing, surveying, and 
music. The scheme was systematised by requiting each 
pupn to complete a given piece of work before any account 
of it was taken. Marks in the form of dummy coins were 
given for places in class and for the performance of pieces 
of optional work; and they were lost for bad work or bad 
conduct. Thus both in bookish and non-bookish activities 
the pupil could obtain merit, and marks were credited to 
him; and the spur of competition was used to encourage 
the non-academic, as well as the academic, boy. An even 
greater innovation was that the discipline of the school was 
admimstered through the boys themselves. The pupils 


, ^ ^ excellent account of these schools in Atcher, Secondary Education in 

the XIX Century, pp. 90-6. See also Flans of Government at Haze/niood School (1825). 
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elected a committee, which drew up the school rules. If any- 
one infringed these he appeared before a judge and jury, all 
of whom were boys. Fines could be inflicted on offenders, 
and they were paid in the dummy coins which had been 
earned for work. Other punishments were loss of privileges, 
‘sending to Coventry,’ and, in the last resort, confinement 
in the dark — the French cachot. But in every case the penalty 
was assessed and imposed on the culprit by his own school- 
fellows. The numerous school societies and social activities 
— as at ‘Churnside’^ in our own days — ^were also run by 
committees composed of the boys themselves. It was a 
notable experiment, though, being at the time little known, 
it had few imitators. Yet the system of the Hills has been 
criticised on the grormds that it tended to produce pre- 
cocity — “We were premature men,” says an old pupil. The 
over-earnest teacher is perhaps too much inclined to force 
his plants and make them bloom before their time. 

The endowed public and grammar schools were available 
almost exclusively for boys; but most of the girls of the 
upper and middle classes, who were not educated at home 
by governesses, attended private schools. A glimpse of one 
— ^the school in which Becky Sharp taught — can be obtained 
in the early pages of Vanity Fair. In these girls’ schools the 
pupils learnt to read and write, and some stress was often 
laid on the domestic arts. But the more socially distin- 
guished the school, the greater was the emphasis on accom- 
plishments which were supposed to give girls something 
with which to occupy their minds and to make them attrac- 
tive — ^for marriage was regarded as the only real career 
open to them. And so the curriculum was extended to 
include a smattering of French and Italian, painting and 
embroidery, singing and instrumental music. All this was 
supplemented with unco-ordinated facts of general know- 

^See J. H. Simpson, Sane Schooling. 
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ledge taught mainly from catechisms. Jane Austen in Emma 
gives a picture of a well-run middle-class girls’ school from 
the latter part of the eighteenth century: “Mrs. Goddard 
was the mistress of a school — ^not of a seminary, or an 
establishment, or anything which professed, in long sen- 
tences of refined nonsense, to combine liberal acquirements 
with elegant morality upon new principles and new 
systems — ^where young la^es for enormous pay might be 
screwed out of health into vanity — but a real honest, old- 
fashioned Boarding school, where a reasonable quantity of 
accomplishments were sold at a reasonable price, and where 
girls might be sent to be out of the way and scramble them- 
selves into a little education, without any danger of coming 
back prodigies. Mrs. Goddard’s school was in high repute, 
and very deservedly; for Highbury was reckoned a par- 
ticularly healthy spot; she had an ample house and garden, 
gave the children plenty of wholesome food, let them run 
about a great deal in the summer, and in winter dressed their 
chilblains with her own hands. It was no wonder that a 
train of twenty young couples now walked after her to 
church.”^ 

It will be realised that, even in a school of the type of Mrs, 
Goddard’s, there was no real attempt to develop the in- 
tellect of the girls. Women were, in fact, very generally 
considered to be as a sex intellectually inferior to men — a 
questionable theory which may even today be rife in some 
quarters. Mme de Genlis in her A^^/e et Theodore (1782), 
one of the most popular books on education in France and 
England alike, says : “Women are born to a life both mono- 
tonous and dependent. In their case genius is a useless and 
dangerous endowment which takes them out of their 
natural state.”®' Sydney Smith, in his essay on Female Edu- 

^ Emma, chap, iii; quoted in Pctcival, The English Miss, pp. 86-7. 

“ Adile et Theodore, letter ix. 
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cation (1810), takes a much more advanced and, for the time, 
unusual view: “Why the disproportion in knowledge be- 
tween the two sexes should be so great, when the inequality 
in natural talents is so small; or why the understanding of 
women should be lavished upon trifles, when nature has 
made it capable of better and higher things, we profess 
ourselves not able to understand. The affectation charged 
upon female knowledge is best cured, by making that 
knowledge more general : and the economy devolved upon 
women is best secured by the ruin, disgrace, and incon- 
venience which proceeds {sic') from neglecting it.”^ It was 
only an outstanding feminist like Mary Wollstonecraft, 
authoress of Thoughts on the Education of Daughters (1787) 
and A Vindication of the Eights of Women (1792), who advo- 
cated that the course of study should not be determined by 
the sex of the pupil, and that boys and girls should be 
educated together. She was greatly influenced by political 
and educational theories which were fermenting in contem- 
porary France. For the prevailing dependence, super- 
ficiality, and affectation among women she seeks to sub- 
stitute a healthy independence and a desire to share in the 
work of the world as the companions and co-operators of 
men. In short, she was more than a hundred years before 
her time. 


^Sydney Smith, Essays, p. 207. 



Chapter III 

UNIVERSITY AND FURTHER EDUCATION 

Beginnings of Refoirm at Oxford and Cambridge. Nonconformist Acadciiiics; 

Joseph Priestley. 

Until well within the nineteenth century Oxford and 
Cambridge were still the only universities in England. 
During the period at present under review they were, in 
some ways, in much the same case as the endowed public 
and g rammar schools. They had made but little advance 
since the Renaissance — ^in fact, there had even been a de- 
cline; for with the revival of learning there had awakened 
a new enthusiasm for classical humanism, for the life and 
spirit of ancient Greece and Rome. But that impetus had 
long since spent itself, and, although great scholars were 
never altogether lacking, the universities as a whole had 
become conventionalised and traditionalised. Instead of 
being places of learning they had degenerated to a large 
extent into a preserve for the idle and the rich. Like the 
endowed grammar schools, the colleges at Oxford and 
Cambridge had, for the most part, been founded primarily 
for the benefit of poor students who received assistance 
from endowments. But by the eighteenth century there had 
grown up the practice of receiving large numbers of fellow- 
commoners or gentlemen-commoners who paid fees and who 
greatly outnumbered the ‘poor scholars.’ Undergraduates 
of noble birth had the privilege of wearing an embroidered 
gown of purple silk, and a college cap with a golden tassel. 
They were further distinguished from the common herd by 
being entirely excused the examinations which led to a degree, 
Even so, the standard of these tests was extremely low. In a 
pamphlet dating from 1773 and written by Dr. John Naple- 
ton, Vice-Principal of Brasenose, the author says: “The 
public exercises are in truth for the most part performed in 
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so negligent a manner, that it is equally impossible that they 
should contribute to the advancement of learning, to the 
improvement of the candidate, or to the honour of the Uni- 
versity.”^ Vicesimus Knox, who was headmaster of Ton- 
bridge School from 1778 to 1812 and had previously been a 
fellow of St. John’s College, Oxford, in one of his Essays, 
which has often been quoted, also gives a full and vivid 
description of the perfunctory requirements for the Oxford 
degree. He refers to them as a “set of childish and useless 
exercises” which “raise no emulation, confer no honour and 
promote no improvement.”^ Knox was a trenchant critic of 
the universities of his day. In a treatise entitled Liberal Edu- 
cation, which appeared in 1789, he gives a startling account 
of the depths to which they had declined. The section 
(no. xliii) which deals with “The Present State of the Uni- 
versity of Oxford” is headed with the words Omnia ruunt in 
pejus. ^‘Many of those houses,” he says, “which the piety 
and charity of the founders consecrated to religion, virtue, 
learning, everything useful and lovely, are become the seats 
of ignorance, infidelity, corruption, and debauchery.”® Uni- 
versity discipline, as administered by proctors and deans, is 
concerned with externals and trivial regulations, and many 
of the statutes which the matriculant swears to observe have 
become utterly obsolete. “With respect to the state of 
morals, I firmly believe that in no department a worse state 
exists.”* The universities were, of course, open to none but 
members of the Church of England, but the prescribed 
religious exercises were ‘hasty and irreverent.’ The tuition is 
described as pedantic and inefficient, and it “stands in great 
need of alteration.”® Residence is fat too easily excused; at 

^ Napleton, Consideraims on ibe PuhJu Exercises for the First and Second Decrees in 
the University of O^ford^ p, i. 

^ Vicesimus Knox* Essays, no. Ixxvii. 

^ Vicesimus Knox* Liberal Education, p. 204. 

* 0j£>. ciK, p, 179. 

^ Op. cit, p. 177. 
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Oxford an undergraduate can qualify for the degree require- 
ments by spending only thirteen weeks of the year at the 
University. The rest of the time he can give to field-sports 
in the country or less desirable dissipation in I^ondon. Yet 
the expenses tend to be far too high, and the standard is set 
by the idle rich, who form a large proportion of the students. 
“Who is there that requires to be informed that the lower 
orders imitate the higher; and that by the contagion of 
example, extravagance becomes universal ?”i Yet all these 
abuses are condoned by the authorities, and the universities 
have become places where great numbers are maintained 
“who neither study themselves nor concern themselves in 
superintending the studies of others.”® We can realise the 
force of Knox’s demand when he says : “Let them therefore 
be reformed, and rendered really useful to the community, 
or let them be deserted.”® 

In a subsequent letter (1789), addressed to Lord North, the 
Chancellor of the University of Oxford, Vicesimus Knox 
sets out detailed suggestions for the reform of the abuses 
which he had already described in his other works. It seems 
that Cambridge had hardly descended to such low levels; 
according to Gibbon she “appears to have been less deeply 
infected than her sister with the vices of the Cloyster.”* 
But Knox and Napleton were not the only champions of 
university reform at this time. Between 1771 and 1787 there 
was an agitation to free B. A.s from the statutory statement 
of adherence to the Church of England. It is not, perhaps, 
surprising that it failed; but more successful were attempts 
to reform the curriculum and the tests for degrees. In 1780 
Cambridge instituted a written examination in the Senate 
House. There was still only one tripos, and it consisted 

^ op. di., p. 212. 

“ Op. cif., p. 150. 

rf/.,p. 154. 

Quoted by Trevelyan, British Histoiy in the Nineteenth Century, p. z 6 . 
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mainly of mathematics, which was the chief characteristic 
of the Cambridge course at this time. At Oxford some ad- 
vance was made during the last twenty or thirty years of the 
eighteenth century by three progressive heads of colleges 
who were strong enough to wear down conservative 
opposition. In 1800 they carried the ‘Public Examination 
Statute,’ which provided for a written examination, as at 
Cambridge, but also retained the viva-voce test. At Oxford 
Classics formed the staple of the examination, though some 
mathematics was included. A little later the two honours 
schools were divided, and a separate pass degree was also 
instituted. The honours schools soon won a high place in 
public esteem. A ‘first’ — and especially a ‘double first’ in 
both Classics and mathematics — ^was supposed to mark a 
man out for high distinction in Church or State. Peel took 
such a degree in 1 808, and Gladstone in 1 8 3 1 . The widening 
of the curriculum is also shown by the institution at Cam- 
bridge of professorships in chemistry (1776), natural and 
experimental philosophy (1783), and English law (1788). 
At Oxford the Radcliife Observatory was founded in 
1772, and the professorship of Anglo-Saxon dates from 
1795. These facts do not necessarily imply a corresponding 
broadening of the course taken by the ordinary under- 
graduate, but at any rate the standards were rising and the 
outlook was extending. 

The two universities were not the sole institutions in 
England at this period which provided further education; 
and some reference must now be made to the noncon- 
formist academies. It will be clear from what has been said 
that almost all forms of education in this country at this 
time were to a great extent controlled, either directly or in- 
directly, by the Church of England. Protestant dissenters 
and Roman Catholics were by law excluded from Oxford 
and Cambridge. The public schools were church founda- 
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tions; the headmaster was usually in orders and the chapel 
services were those of the Established Church. It was much 
the same with the grammar schools, and even with many of 
the private schools for middle-class boys. Dr. Blimbcr and 
Dr. Swishtail were obviously doctors of divinity and there- 
fore clergymen. As regards elementary education, eleven- 
twelfths of the charity schools in 1760 were under the con- 
trol of the parish clergy, and the children of the schools of 
industry were normally required to attend the parish church 
on Sundays. In the field of the elementary education of the 
poor, however, and in the Sunday schools, the nonconfor- 
mists had always a clearer field and a larger share than in 
most forms of higher education; and this fact may underlie 
the ‘religious difficulty’ of the nineteenth century which 
affected elementary far more than secondary education. At 
the same time it was hardly to be expected that noncon- 
formists would be content to allow secondary and further 
education to lie wholly in the hands of the Church of Eng- 
land; and the nonconformist academies provide the answer 
to this. 

To explain their existence it is necessary to go back a 
little before the beginning of the period which is at present 
being considered. The Act of Uniformity (1662) not only 
excluded dissenters from the universities, but — as has been 
seen — ^it required every schoolmaster and private tutor to 
subscribe to the Liturgy of the Established Church and to 
hold a licence to teach granted by the bishop of the diocese. 
This was followed in 1663 by an Act which forbade non- 
conformists to teach in any public or private school under 
a penalty of £ 40 . There were similar provisions in an Act of 
1713 to ‘prevent the Growth of Schism/'' But later there was 
some reaction against these Acts, and the licence to teach 
was interpreted as applying primarily to grammar schools. 

^ It is given in A. F. Leach, ’Bdmatioml Charters, pp. 541-4. 
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This left the field of elementary education open to dissenters, 
and, as we have already seen, by the latter part of the eigh- 
teenth century they ran their own Sunday schools and in 
some places had charity schools. But the universities were 
still closed to them, and the endowed public and grammar 
schools were still the preserve of the Church of England. 
The object of the nonconformist academy, therefore, was to 
supply for dissenters a place of higher and further educa- 
tion, and one of its functions was to train candidates for the 
ministry. 

Some of the earliest nonconformist academies had been 
opened by clergy who had been ejected by the Act of Uni- 
formity. They were among the best intellects of the time 
and they brought a seriousness and competence to their 
educational work which were often lacking in the univer- 
sities. The result was that on the whole the academies 
reached a higher stage of efficiency than the universities, and 
were free from many of the moral dangers to which reference 
has already been made. For these reasons not only dissenters, 
but also members of the Church of England, often sent their 
sons to nonconformist academies, both because of the good 
education which they gave and because, as a rule, no 
religious tests were imposed upon entrants. Thomas Seeker, 
who was Archbishop of Canterbury from 1758 to 1768, had 
been a pupil at a nonconformist academy at Tewkesbury 
early in the century — so also was Bishop Butler, who wrote 
TI}e Analogy of Keligion, though he had originally been a 
presbyterian. The academy course usually lasted for four 
years and was of university standard. Instruction was given 
not only in Classics, logic, philosophy, theology, and Hebrew, 
but also in mathematics and natural science, and sometimes 
even in medicine. As an example of a nonconformist 
academy we may take one of the most famous — ^that at 
Warrington, founded about 1757. Though it lasted only 
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ii ntil 1783, it had 393 students during its short career. Of 
these 22 read medicine, 24 law, 52 divinity, and 98 com- 
merce; 197 are unspecified. The commercial course was 
designed for those who were destined to become merchants 
or bankers or to take leading positions in industrial con- 
cerns. The unspecified courses seem to refer to a generalised 
unvocational education, such as would be suitable for those 
designed to be tradesmen or shopkeepers, or to enter 
the army, or to become country gentlemen. Thus there 
was in the nonconformist academy a greater breadth as 
regards both curriculum and social outlook as compared 
with that of the contemporary University of Oxford or 
Cambridge. 

There is one name which is particularly associated with 
the work of the nonconformist academics during the period 
rmder review— that of Joseph Priestley (1733-1 804). His own 
early history illustrates the educational opportunities open 
to the dissenter at this time. He was educated first at a free 
school and then by a Congregational minister; and after- 
wards, having decided to become a minister himself, he 
entered an academy at Daventry. Later he became a tutor at 
the Warrington Academy. It was here that he developed his 
interest in science. He lectured on this subject and carried on 
research. In 1764 be became an LL.D. of Edinburgh, for a 
Scottish university could, of course, give a dissenter a 
degree. In 1766 he was elected an F.R.S. He achieved a 
reputation as the discoverer of oxygen and other gases ; but 
his interests were far from being confined to science. He 
taught Latin, Greek, French, Italian, philosophy, theology, 
and even made incursions into politics. It was while holding 
his tutorship at Warrington that he wrote his Essi^ on A 
Course ofhiberal Education jor Civil and Active Eife (1765), and 
he followed this up in 1778 with his Observations relating to 
Education. He contends that ‘'the chief and proper object of 
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education is not to fotm a shkung and popular character, 
but an useful one, this being also the only foundation 
of real happiness.”^ While he advocates a different type 
of education specially fitted to the needs of each class in 
society, he believes that the pursuit of truth and practice 
of virtue must underlie all education. One can trace alike 
the nonconformist divine and the man of science in 
his recommendations. His aims were to a great extent 
exemplified in the academies themselves. Priestley is no 
opponent of the Classics, but he realises the value of 
the vernacular. He himself wrote a 'Badiments oj Buglish 
Grammar for the use of schools. He also considers a 
knowledge of French very necessary. Mathematics “ought 
to be indispensable in every plan of liberal education.”® 
The study of history is advocated and geography is 
associated with it; and it is also desirable that every 
future citizen should be given some acquaintance with 
the constitution, laws, and commerce of his country. It 
was on the basis of this wide general curriculum that the 
specialised courses in divinity, law, medicine, and science 
were to be built. 

It is possible that the importance of the nonconformist 
academies in English education has not always been suffi- 
ciently recognised. They doubtless varied in size and effi- 
ciency, in the breadth of their curriculum and the ability of 
their teachers ; and the academy at Warrington and Priestley 
the scientist may represent the high-lights of the general 
movement. But there were other excellent academies and 
first-rate teachers in them, and they kept the torch of true 
education burning at a time when the two national uni- 
versities were dormant. The nonconformist academies 
employed rational teaching methods, they encouraged free- 

^ Observations y pp. xiii-xiv*. 

“ Essay y p. 13. 
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dom of enquiry, they strove to satisfy the needs of the upper 
middle classes for a practical, modern education which the 
universities and the public schools made no attempt to 
supply. They are, indeed, tlie forerunners of our modern 
universities which have grown up in commercial or indus- 
trial centres. Yet, significant as they ate, their career was a 
short one. They begin soon after the Act of Uniformity — i.e. 
in the latter decades of the seventeenth century — but they 
decline and for the most part disappear towards the end of 
the eighteenth. Their decay was due to various reasons. I'hc 
very freedom of enquiry, which they had made possible and 
even encouraged, led to a spread of Unitarian opinions, and 
that caused alarm among orthodoxnonconformists. Priestley 
himself favoured these views, and the academy at Warring- 
ton was started on frankly rationalistic lines. To combat 
this tendency some of the academics began — like the uni- 
versities— to impose a religious test upon all students who 
entered. This at once split the academies up into narrow sec- 
tarian groups, reflecting the various facets of dissent; it 
tended to restrict their aim and outlook and to introduce 
inter-denominational rivalry. It also excluded the Church of 
England students, who — as has been said — in an earlier day 
had come freely to the academies, attracted by the wider 
and wiser curriculum and the better moral conditions which 
were offered. But while these tendettcies were at work, 
Oxford and Cambridge, benighted though they still were, 
began to awaken from their long torpor. As has been said, 
they initiated some reforms in their curriculum and their 
statutes. There was even a movement from inside them for 
the abolition of religious tests, and although it was not 
successful it showed the way the wind blew. It seems that 
at Cambridge dissenters were sometimes allowed to matricu- 
late and reside as undergraduates, though they could not 
graduate or hold fellowships. Moreover, we are almost in 
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sight now of the movement which led to the foundation of 
the University of London in 1 828, which from the beginning 
never had any tests and originally left religion entirely out- 
side its curriculum.^ 

^ For early-ninctecnth-century proposals to found a Dissenting University and 
their relation to the origin of the University of London, sec Bellot, Universih 
College^ 'London, 1826-1926, pp. 20--4. 



Chapter IV 

EDUCATIONAL THEORY 

Rousseau, Pestalozzi, and Fellenbeirg; and thck influence on Hnglish educational 

thought. 

Educational theory is often in advance of educational 
practice. Sometimes there is little contact between the two 
because those who theorise have not tested or applied their 
principles in the actual work and life of the school. Yet even 
the pure theorist not infrequently has a message for the 
practitioner who is busied in the daily routine of teaching 
and has little time to stand aside and look at his work in a 
detached way; and some of the greatest advances in edu- 
cation have been due to thinkers who had little or no con- 
tact with the school itself. That was perhaps more generally 
true in the past than it is today. During the period with which 
we are at present concerned teachers of all types tended to 
be fettered by tradition and convention, or by routine and 
narrowness of outlook; though, as we have seen and as we 
shall see again, there were always a few who could rise above 
the general level and take a higher viewpoint. But the chief 
impetus to progress came largely from independent thinlrers 
who regarded education either as sometWng due to the 
individual as an individual, or as a national concern. The 
fact that many of them were not Englishmen does not lessen 
their influence upon educational reform in this country. In 
this chapter and the following one, therefore, we shall dis- 
cuss some of the theories of education the spirit of which was 
beginning to stir among the dry bones, and was destined in 
due course during the nineteenth century and down to out 
own times to awaken them into life. 

For centuries it had been customary to regard the child 
not so much as an independent personality, with its own 
special characteristics which determine its development and 
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indicate its treatment, but rather as a miniature adult — a man 
‘writ small’ This can be illustrated by the fact that in their 
dress children were exact copies of adults, as can be seen in 
the pictures and tomb-figures of the seventeenth and 
eighteenth centuries. And so the education of children 
tended to be less concerned with what children actually are, 
and more with what, according to preconceived adult stan- 
dards, they ought to be. The manners and behaviour of 
children were modelled on the conventions which their 
elders observed, and few books were written especially for 
children. The child’s education was similarly affected. In the 
elementary-school curriculum there was little to interest him 
or to provide scope for his natural activities; while the 
secondary school had a regime which was really suited to an 
adult mind. If the education of a child could succeed in 
forcing him to anticipate in the formal school subjects the 
ordinary achievements of someone a few years older than 
himself, both he and the system were commended. There is 
in St. Mary’s Church, Nottingham, a memorial to Henry 
Plumptre, who died in 1718 at the age of ten. It proudly 
proclaims that: “In these few tender years he had to a great 
degree made himself master of the Jewish, Roman and 
English History, the Heathen Mythology, and the French 
Tongue, and was not inconsiderably advanced in Latin.” 
We have not yet fully learned the unwisdom of forcing 
clever cliildren like hot-house plants; but at any rate the 
whole weight of educational theory is against this practice, 
and a real attempt has been made to suit the curriculum to 
the child, and not the child to the curriculum. 

Educational thinkers like Comenius and John Locke in the 
seventeenth century had already realised that the child him- 
self should be the determining factor in the educational 
process, but they are by no means typical of their age, A 
more emphatic and arresting statement of this truth was 
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made by the Frenchman Jean- Jacques Rousseau (1712- 
78), His importance in educational history is not simply 
that he wrote a treatise called Em'k, which was published in 
1762. His influence, and the influence of those whom he 
influenced, is at work today in every school in this country 
and wherever Western civilisation has penetrated. He it was 
who set it finally beyond question that education must 
accommodate itself to the child, and that the child must not 
be accommodated to a predetermined, adult-centred system 
of education. Bmile is an amazing book, full of exaggera- 
tions and inconsistencies and paradoxes ; but the mere fact 
that Rousseau was so provocative and original a writer 
secured him a wide audience and stirred people to think 
seriously about the questions which he raised. 

Emile has had so much influence on educational thought 
and practice in this country that it will not be out of place to 
give some attention to the book itself, and also to the views 
and activities of some of Rousseau’s followers who have also 
left their mark on English education. Rousseau lays it down 
that education must be progressive — i.e. it must be accom- 
modated to the various stages of the child’s development. 
When D’Arcy Thompson went to Christ’s Hospital in 1855 
at the age of seven and a half, there was put into his hands 
a ‘portentously bulky’ Latin grammar. “The syntax rules, 
in the edition presented to me, were, for the first time, ren- 
dered mercifully in English; those for gender and quantity 
remained in the old Latin; and the Latin was communicated 
in a hideously discordant rhythm. Over a space of years we 
went systematically through and through that book; page 
after page, chapter after chapter. It was all unintelligible; all 
obscure.”^- It was against that sort of regime that Rousseau 
had made his protest. He even goes on to make the rather 
startling claim that up to the child’s twelfth year he should be 

^ D’Arcy W. Thompson, Daydreams of a Sshoolmasttr^ p, 4, 
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given no definite and formal instruction, either intellectual 
or moral. And he bases his contentions on the fundamental 
doctrine that education must be ‘natural’ It is not always 
easy to see what exactly Rousseau, and his followers, mean 
by the term ‘nature ’ ; but he seems to regard the action of tn^n 
as something outside ‘nature’ and often in opposition to it. 
The first sentence of 'Emile in W. H. Payne’s English trans- 
lation reads : “Every thing is good as it comes from the hands 
of the Author of Nature ; but every thing degenerates in the 
hands of man.’’^ Rousseau holds the doctrine of original 
goodness, which is just as misleading as the doctrine of 
original badness, for children in themselves are not neces- 
sarily either good or bad according to adult theories of 
morality. But, starting from this original-goodness theory, 
Rousseau has great faith in education according to ‘nature.’ 
For instance, he hates towns and would have his pupil 
Emile brought up in the country away from the contamina- 
ting influences of civilisation, which is an artificial product 
for which man is responsible. He advocates the complete 
contrary of the educational practice of the day, which has 
already been illustrated in many of the contemporary schools 
to which reference has been made. “Take the very reverse of 
the current custom and you will nearly always do right.”* 

Rousseau divides the intellectual development of the 
child into three periods. He tends to draw the line too 
sharply between these periods and to forget that the whole 
of the child’s life is one continuous development. He does 
not consistently apply his own requirement that education 
should be ‘progressive.’ The first stage up to the age of 
twelve is the ‘negative’ period. Rousseau starts from the 
cradle. He condemns swaddling clothes because they hinder 
the natural movements of the body. The child is to be 

^ *‘Tout cst bicn, sortant des mains de TAuteur des choses: tout d^g^n^re 
entre les mains de Thomme.” Note the word which Payne translates * Nature.' 

* Payne, Rousseau’s p. 60. 
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brought up ‘hard’; he is to go bare-foot and is not to be 
allowed a light in the dark. His education consists in what 
he can fifld out for himself; the teacher’s work is merely to 
put the pupil on the way to make his discoveries and so to 
assist nature. Education is to be effected entirely through 
the medium of objects and must not be verbal at this stage; 
for that reason history and literature are forbidden. Rous- 
seau is doubtless justified in stressing the importance of 
education through sense experience, and in pointing out 
that one can appeal only to a limited degree to the reason in 
the case of young children. But the emphasis tends to be one- 
sided; at the age of twelve Emile would remain little better 
th^ in an animal with a Stock of experiences. Again Rousseau 
pretends to follow nature in isolating the young clrild from 
society and putting him in the charge of a tutor — ^which 
means, incidentally, that his system could never be adopted 
generally. He even removes him from his family, which is a 
‘natural’ institution if ever there was one. When Emile 
arrives at the age of twelve this ‘negative’ period ends and 
the ‘age of intelligence’ begins. Even now Rousseau is 
anxious not to overwork the pupil, and he would not 
approve of Henry Plumptre’s precocious genius. He believes 
in the Socratic method of telling the pupil directly as little 
as possible, but encouraging him to find out things for him- 
self, The system was rediscovered a century or so later and 
given the imposing title of ‘heutism.’ Rousseau even goes 
so far as to condemn books, with the exception of Kohinson 
Crusoe, which he regards as a kind of treatise on ‘natural’ 
education. But the intellectual studies which he recommends 
are not those which were common in contemporary 
schools; they must be useful — ^for example, astronomy 
(which probably means little more than finding one’s way 
by the sun and the stats), geography without the assistance 
of maps made by someone else, object-lessons, a modicum 
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of natural science and of history. At the age of fifteen Emile 
is to be apprenticed to a trade "less for the sake of knowing 
the trade than for overcoming the prejudices which despise 
it.”i Finally, from fifteen to twenty comes the education of 
the sentiments. After puberty the passions begin to awaken 
and Emile is at last introduced into the society of his fellows 
and helped to learn his duties towards them. Education is 
now moral and religious ; Emile must eschew evil and do 
good, but this must be inculcated through contact with his 
fellows. Now, too, he can study the ways of men in litera- 
ture, history, and art. At the age of eighteen the existence of 
God is revealed to him because he is capable of forming 
an abstract conception which before was impossible. If 
Emile had been a normal child he would probably have 
begun to ask questions about a First Cause long before this 
age. It may be sound educationally to give the child a con- 
crete, anthropomorphic idea of God, such as he can under- 
stand, when his mind first awakens to these problems, and 
to jetherialise and philosophise the idea as he grows older. 

Throughout his treatise Rousseau is thinking of a boy — 
Emile ; but as a kind of appendix to it he adds a fifth book on 
the education of Sophie, who is to be Emile’s helpmeet when 
his education is over. She is to be brought up, not by a tutor 
in the isolation of the country, but by her mother in the 
home. She is not allowed to become too intellectual, but 
she may mix with the world and even go to balls and theatres. 
Rousseau advocates more liberty for girls than for married 
women — the opposite of what happens in France, “where 
girls live in convents and women frequent the world.”® 
This may be just another example of Rousseau’s inherent 
tendency to challenge contemporary custom and tradition 
in education. But his whole conception of Sophie is that she 
is designed solely for Emile; the end of woman, according 

1 Op. cit.y p. 178. ® op. Cit.y p. zSz, 
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to him, is to please man, and she is not regarded as an inde- 
pendent being. The fifth book adds nothing to the value of 
Rousseau’s treatise. 

It is the spirit rather than the letter of Ernie which gave 
life. Its details could never have been fully or widely applied, 
but it expressed a protest against contemporary educational 
theory and practice; and in spite of its exaggerations and 
extravagances — ^perhaps, because of them — it exerted a 
great influence. The followers of Rousseau were innumer- 
able, and so were those who opposed him or who took 
his theories and altered or improved them. One of those 
who did much to popularise and develop and modify 
Rousseau’s ideas and who — though mainly indirectly — ^had 
much influence on education in this country was the Swiss 
Pestalo22i (1746-1827). He was born at Zurich and educated 
at the university there. From 1774 to 1780 he tried to run a 
farm at Neuhof, and in connection with it started a school 
for destitute children where agricultural labour might be 
combined with elementary education. This was, in fact, a 
school of industry, but it could not be made self-supporting 
and it had to be closed. In 1798 Pestalo22i was asked by the 
Government to open a school for homeless orphans at Stans, 
on the Lake of Lucerne. Here he introduced lessons in the 
three ‘R’s,’ together with industrial work and physical 
education, which included both play and drill. In 1799 he 
was given charge of an infant school for boys and girls, aged 
five to eight, and by this time he had produced most of the 
books in which his educational views are set forth. These 
had excited considerable attention and brought Pestalo22i 
into touch with some of the most progressive thinkers of 
the time. Finally, from 1805 to 1825, Pestalo22i conducted 
a school at Yverdon which became an object of interest to 
educationists throughout Europe. It was visited, amongst 
others, by Robert Owen and Henry Brougham, of whom 
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mote will be said later. But Pestalozzi was no administrator; 
there were financial difficulties as well as public and private 
misunderstandings, and the Yverdon institute declined 
until it had to be closed. 

We can gather some general idea of Pestalozzi’s educa- 
tional theories from his books, for he was a prolific writer. 
He expounds his methods and principles chiefly in Leonard 
and Gertrude and How Gertrude teaches her Children. He regards 
education as the development and cultivation of the possi- 
bilities native to the human being — a theory which, as we 
have seen, was certainly not being put into practice in the 
majority of contemporary schools. The educator’s duty is to 
assist ‘nature’s march of development’ so as to secure a 
natural, symmetrical, and harmonious progress. From this 
Pestalozzi deduces that education must be religious, since 
man has a divine origin and end and is therefore by nature 
concerned with religion — ^he goes far beyond Rousseau in 
this respect; education must also develop the whole man — 
“the head, the hand and the heart”; and it must encourage 
and guide self-activity, because it is life and experience 
which educate. We might be describing the principles which 
underlie the modern nursery-school regime. Pestalozzi also 
lays it down that education must be based on Anschauung — 
a term which is often translated ‘intuition,’ but more nearly 
means ‘observation’ or ‘sense-impression.’ This is not the 
place to develop Pestalozzi’s philosophy of education; but it 
should be said that he applies his doctrine of Anschauung 
even to the sphere of morals. What he means is that ethical 
teaching should not be based on precepts or codes or cate- 
chisms, on which too much reliance was placed by contem- 
porary practice. The child must learn of the goodness of 
God or the rightness of truth and kindness from his actual 
experience; and the educator’s job is not to inculcate or 
propagandise, but so to direct the child that he may obtain 



HISTORY OF ENGLISH EDUCATION 


46 

this experience. As Pestalozzi himself said, he taught neither 
morality nor religion, but he strove to arouse the sentiment 
of each virtue before pronouncing its name. And because 
morality is ultimately concerned with social relationsliips, 
children can best learn it in the home. Pestalozzi did his 
utmost to reproduce the home atmosphere even in his 
school for destitute orphans at Stans. “Every assistance,” 
he says, “everything done for them in their need, all the 
teacliing that theyreceived, came directly from me ; ray hand 
lay on their hand, my eye rested on their eye. My tears 
flowed with theirs, and my smile accompanied theirs. Their 
food was mine, and their drink was mine. I had nothing, no 
housekeeping, no friends, no servants; I had them alone. 
I slept in their midst; I was the last to go to bed at evening, 
and the first to rise in the morning. I prayed with them, and 
taught them in bed before they went to slccp.”‘ 

There are many obvious points of contrast between the 
viewsofPestalozziand of Rousseau; but itis cquallyobvious 
that the former owes much to the latter. Both agree in 
believing in the child as a child, and in basing education on 
his nature and needs, and not on some preconceived theory. 
But Pestalozzi is more human than Rousseau; his emphasis 
on the home and on brotherly love shows that. Plis whole 
life was devoted to the service of poor children. The inscrip- 
tion on liis tombstone reads : “Alles fiir andere ; fiir sich 
nichts.” 

Another Swiss educationist, Philipp von Fellenberg 
(i77r-i844), who was for a time associated with Pestalozzi 
and much influenced by him, had more direct effect on edu- 
cational ideas in this country than had Pestalozzi himself. 
In 1799 Fellenberg opened a school for poor children at 
Hofwyl, not far from Berne. It was an avowed attempt to 
put Pestalozzi’s theories into practice, and it had much in 

^ See Green, Bducational Ideas of VostakviXh 185* 
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common with the Neuhof experiment- But it was eventually 
developed so as to include an intermediate school for the 
sons of farmers, and an upper school for ‘better-class’ pupils. 
Fellenberg emphasised the need for suitable preparation in all 
classes of society; upright leaders and employers were just as 
necessary as reliable and honest workers. For the children of 
peasants in the ‘Poor School’ great stress was laid on agri- 
cultural work and only two hours a day were given to such 
intellectual labours as the three ‘R’s,’ nature study, drawing, 
and singing. So that this too was in a sense a ‘school of 
industry’ ; but it was organised for purely educational ends 
and not designed to make profit. In the intermediate school 
a sciendfic and theoretical training was given, which, though 
practical and industrial, included a good deal more in- 
tellectual work than did the ‘Poor School.’ The upper school 
taught Classics, modern languages, science, drawing, music, 
physical drill, and practical work. Hofwyl also included a 
training college for teachers and a summer school for the 
improvement of village schoolmasters. But it was all one 
establishment and one society. Thus it was designed as a 
small-scale copy of the world itself with its class distinctions 
which Fellenberg regarded as divinely ordained. But he laid 
great stress on religious and moral education and, like Pes- 
talozzi, he believed that true moral training comes from 
social contacts — ^the relations between the individual pupils 
in their common life. This is the theory upon which good 
modern schools are run; and if it is contrasted with the 
practice of most of the contemporary schools in this 
country, which has already been described, the importance 
of such practical theorists as Pestalozzi and Fellenberg may 
be realised. 

The educational influence of Rousseau and his followers 
was at first felt more on the Continent than in England. But 
their theories excited much interest here also. Thomas Day 
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(1748-1789), the author of Sandjord and Merton, even went 
so far as to bring up two orphan girls— a blonde and a 
brunette— on Rousseau-ian lines, with the idea of marrying 
the one which turned out better. In the end he married 
neither. More important were Day’s friend R. L. Edgeworth 
(1744-1817) and his daughter Maria, who did much to 
popularise in this country, and to adapt, the ideas of Rous* 
seau. R. L. Edgeworth married four times and had eighteen 
children, of whom Maria was the eldest; so that he had at 
hand plenty of raw material for educational experiment. 
In 1798, in collaboration with his daughter Maria, he pro- 
duced Vraotical Education", and he followed this with Pro- 
fessional Education in 1809. He tries to apply and to modify 
the theories of Rousseau, though his work is also greatly 
influenced by the English philosopher Locke. Edgeworth 
agrees with Rousseau that we should study the child him- 
self, and shape the curriculum and our teaching methods to 
the child’s needs as we discover them during his growth. 
Learning should be made attractive and memory work 
diminished; occupations should be rendered interesting 
and varied, and self-activity encouraged. Edgeworth advo- 
cates the acquirement of positive knowledge through 
observation and the cultivation of habits of attention. He 
lays ^eat stress on handwork and gives a prominent place 
to utility as a standard for estimating the value of any par- 
ticular study. This point is exemplified in the very title of 
his treatise— Education. 



Chapter V 

PHILOSOPHICAL, POLITICAL, ECONOMIC, AND 
RELIGIOUS THEORIES AFFECTING EDUCATION 

The Enlightenment and the Revolution. Adam Smith and Malthus. 

Wesleyanism. 

In the last chapter we have discussed some of the more 
important theories which were being put forward by 
educational thinkers and practitioners in the latter part 
of the eighteenth century. They were spread partly by 
the influence of books and partly by the example of the 
experimental institutions in which attempts were made 
to put them into practice. But we can also discern 
contemporary philosophical, political, economic, or re- 
ligious theories which are not specifically educational, 
but which, none the less, tended to affect the course of 
educational ideas and ultimately also the practice of the 
schools themselves. 

A great deal of themost potent philosophicaland political 
thinkiDg of the time was being done in France. The move- 
ment known as the ‘Enlightenment’ had its roots in 
England, and Locke is an early representative of it; but it is 
particularly marked and particularly interesting in France, 
perhaps because of its relation to the Revolution. It sought 
its illumination from the light of reason; authority and 
tradition were pushed aside or discarded altogether. Free 
play was demanded for the individual judgment and a 
protest was made against anything metaphysical or tran- 
scendental or beyond the interpretation of ordinary 
experience. This was the viewpoint of the famous French 
'Eru^chpadia (published 1751-65), which aimed at making 
recent scientific discoveries available in such a manner as to 
destroy superstitious notions about nature. The editor was 
Diderot; and Voltaire, Rousseau, and Montesquieu were 
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among the conttibutots. The 'Encydopa;dia caused much 
fluttering in orthodox circles; for it was a small step from 
this advocacy of reason to an opposition to vested interests, 
superstition, and tyranny. A state of society was pictured, 
free from clerical influence and ruled by universal benevo- 
lence; everyone would have equal rights and be able to 
attain the fullest self-realisation. Pushed to their logical con- 
clusion, these doctrines had very important educational 
consequences ; they implied that education should be with- 
drawn from the control of the Church (which, of course, in 
contemporary France, no less than in England, was para- 
mount in every branch of education), and that a State system 
should be set up. That step was advocated by La Chalotais 
in his Essai d’EAucation Nationale (1763). He was a lawyer. 
The Society of Jesus had been expelled from France in 1762 
and the local parlements were drawing up educational 
schemes designed to fill the gaps caused by the closing 
down of the Jesuit colleges. The plan put forward by 
La Chalotais is one of these schemes — and the best known. 
The very title gives the author’s position— 
‘National^ ] secular education is a State concern. He says: 
‘T claim the right to demand for the nation an education 
that will depend upon the State alone because it belongs 
essentially to it; because every nation has an inalienable and 
imprescriptible right to instruct its members; and finally 
because the children of the State should be educated by the 
members of the State.”'^ Teachers are to be laymen. Moral 
instruction may be given in the schools, but religious 
teaching is to be left to the home and the churches. Thus 
with La Chalotais there emerges the conception of the lay, 
secular. State school, which has since become a reality 
in France. It was an idea which profoundly affected 

1 La Chalotais, Education Nationak, translated by F. de la Fontaincrie in Ermch 
UberdUmmdmmationinthEightrnth Centurjf,p. 55. Sccalso Barnard, T/je Eremh 
Tradition in Education^ chap, vii. 
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English Liberal views on education during the nineteenth 
century. 

Although the Encyclopaedists demanded a system of 
secular schools controlled by the State, they were not all in 
complete sympathy with ‘universal’ education — ^i.e. popular 
and compulsory. But there were some educationists of the 
time who went the whole way. Rolland d’Erceville,i for 
example, another lawyer, who in 1768 presented his Compte 
Kendu to the Varlement de Paris, says : “Everyone ought to 
have the opportunity to receive the educat'on which is 
adapted to his need. Education cannot be too widely 
diffused.”^ These projects for “education — ^universal, com- 
pulsory, gratuitous, and secular” — ^were much debated in 
the National Assembly during the French Revolution. The 
movement was prolific in educational schemes, though its 
actual achievements were less remarkable. But at every 
stage politics and education were closely connected, and 
that meant that people in England who were affected by 
the political doctrines of the Revolution tended also to be 
affected by its educational theories. For example, those 
among the middle and upper classes in this country who, 
as the Revolution progressed, were horrified at the excesses 
of the mob and who deplored the spread of republicanism 
and deism or atheism, were inclined to blame the with- 
drawal of the old restraints and therefore to oppose any 
extension of popular education which might encourage 
further licence. On the other hand, among those in this 
country who saw some good underlying what the Revolu- 
tion stood for, there grew up a body of opinion which 
favoured State action in popular education, or which 
wanted to separate secular from religious teaching or to 
make school attendance compulsory. Not every reformer 


^ The name is sometimes spelt ‘Roland/ 
® Recefitl, p. 25. 
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adopted the complete programme, and secular education, 
in particular, has never been officially adopted in this 
country. But, as. an example of a highly respectable advocate 
of the rest of the formula — ‘universal, compulsoiy, and 
gratuitous’ — we may take the poet Wordsworth. He was 
at Cambridge when the French Revolution broke out, and 
he spent two long vacations in France. As is not infrequent 
among undergraduates, he reacted considerably towards 
the Left. 

B/iss ms it in that dami to be alive. 

But to be young rvas very Heaven!^ 

Even though Wordsworth outlived some of his youthful 
enthusiasms he did not abandon the views on popular 
education which are particularly associated with the 
Revolution. As late as 1814 he gave expression to them in 
the last two books of the 'Excursion. They probably in- 
fluenced English opinion in this direction as much as, if not 
more than, the writings of contemporary economists and 
political philosophers. The following lines are particularly 
significant: 

0 for the coming of that glorious time 
When, pricing knowledge as her noblest wealth 
And best protection, this imperial 'E.ealm, 

While she exacts allegiance, shall admit 
An obligation, on her part, to teach 
Them who are born to serve her and obey,' 

Binding herself by statute to secure 
For all the children whom her soil maintains 
The rudiments of letters, and inform 
The mind with moral and reli^ous truth. ^ 

^ Wotdsworth, ?reiude^ bk. xi, 

® Idem^ The Excursion, bk. ix, pp. 293-30^, 
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Besides theorists like Wordsworth there were the more 
defibnitely avowed economic or political thinkers. Adam 
Smith (1723-1790), for example, had travelled in France 
during the sixties of the eighteenth century, and had been 
much influenced by the Enlightenment and the Encyclo- 
paedists. In 1776 appeared his Wealth of Nations. In it he 
points out that the common people, the labouring poor, 
are engaged on deadening, routine tasks which cause them 
to degenerate both physically and morally; he is already 
aware of the effects of the Industrial Revolution to which 
reference has been made. He says: “A man without the 
proper use of the intellectual faculties of a man is, if possible, 
more contemptible than even a coward, and seems to be 
mutilated and deformed in a still more essential part of the 
character of human nature. Though the State was to 
derive no advantage from the instruction of the inferior 
ranks of the people, it would still deserve its attention that 
they should not be altogether uninstructed. The State, 
however, derives no inconsiderable advantage from their 
instruction. The more they are instructed, the less liable 
they are to the delusions of enthusiasm and superstition, 
which among ignorant nations frequently occasion the 
most dreadful disorders. An instructed and intelligent 
people, besides, are always more decent and orderly than 
a stupid one. They feel themselves, each individually, more 
respectable and more likely to obtain the respect of their 
lawful superiors. They are more disposed to examine, and 
are more capable of seeing through, the interested com- 
plaints of faction and sedition, and they are, upon that 
account, less apt to be misled into any wanton or un- 
necessary opposition to the measures of government. In 
free countries, where the safety of government depends 
very much upon the favourable judgment which the people 
may form of its conduct, it must surely be of the highest 
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importance that they should not be disposed to judge 
rashly or capriciously concerning it.”^ Adam Smith there- 
fore advocates a minimum of instruction for everyone — 
reading, writing, and mathematics. Physical training is 
prescribed so as to counteract the adverse effects of indoor 
occupations. “For a very small expense the public can 
facilitate, can encourage, and can even impose upon almost 
the whole body of the people, the necessity of acquiring 
these most essential parts of education.” To achieve this 
end he proposes the establishment of district schools, 
maintained partly at public expense and partly by fees. 
Attendance is to be made only indirectly compulsory by 
the institution of an examination for entrance to a trade or 
profession. Adam Smith is often regarded as an out-and- 
out exponent of Idsse^-Jaire; but here he appears as an 
advocate — ^though perhaps a little half-hearted — of the 
free and universal State education, which was being 
preached by the most advanced theorists in contemporary 
France. 

Thomas Paine (1737-1809), the pamphleteer of the 
revolutionary party in England, went further still. His 
'BJghts of Man (1791-2) was described as “an answer to 
Mr. Burke’s attack on the French Revolution.” Paine asserts 
that “a nation under a well-regulated government should 
permit none to remain uninstructed.”® He proposes to sub- 
stitute for poor relief a grant of a year for each child 
under fourteen years of age, “enjoining the parents of such 
children to send them to school, to learn reading, writing, 
and common arithmetic. ... By adopting this method, not 
only the poverty of the parents will be relieved, but 
ignorance will be banished from the rising generation, and 
the number of the poor will hereafter become less, because 

^ Adam Smith, Wealth of Nations, bk. v, chap, i, pt. iii, att. a. 

- Paine, 'Rights of Man, pt, ii, ‘Combining Principles and Practice/ p* 131, 
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their abilities by the aid of educatioa will be greater.”^ 
For parents, “who, though not properly of the class of poor, 
yet find it difficult to give education to their children,”* 
an allowance of ten shillings a year should be made in 
respect of each child, in order to meet the ejcpense of 
schooling, and in addition half a crown for the purchase of 
paper and spelling-books. The actual provision of schools 
Paine leaves to individual effort and so avoids putting on 
the State any responsibility for the kind of instruction which 
is given. 

William Godwin (1756-1836), on the other hand, who 
married Mary Wollstonecraft, does not believe in any kind 
of State interference in education. In his 'Enquiry concerning 
Political Justice (1793) he regards government as an evil, 
and denounces its laws, regulations, and punishments. He 
thinks that a State system of education would check the 
growth of free opinion and perpetuate dogma and tradi- 
tion. Thus it was possible for the ferment of the French 
Revolution to work against, as well as for, popular educa- 
tion. 

Some reference should be made to T. R. Malthus (1766- 
1834), author of a famous Essay on 'Population which appeared 
in 1798. He opposes the doctrine of human equality which 
had been proclaimed by the Revolution in its slogan 
“Liberte; EgaUte; Fraternite.” He asserts that inequality 
is a patent fact and is a result of the natural law that 
increasing population tends to outstrip the means of sub- 
sistence. This operates as a check and involves a great deal 
of misery. Indiscriminate charity is no solution; each 
individual must exercise restraint and foresight, and in 
order to do that he must be educated; hence the necessity 
for public instruction. “We have lavished immense sums on 
the poor, which we have every reason to thmk have con- 
1 Op. cit., p. IZ7. ^ Op. cit., p. 151. 



56 HISTORY OF ENGLISH EDUCATION 

standy tended to aggtavate their misery.” [Malthus is 
thinking of poor-relief as administered by the Speenham- 
land scheme which dates from 1795.^] “But in their educa- 
tion and in the circulation of those important political 
truths that most nearly concern them, which are perhaps 
the only means in our power of really raising their condition 
and of making them happier men and more peaceful 
subjects, we have been miserably deficient. It is surely a 
great national disgrace that the education of the lowest 
classes of people should be left entirely to a few Sunday 
schools, supported by a subscription from individuals who 
can give to the course of instruction in them any kind of 
bias which they please. And even the improvement in 
Sunday schools (for, objectionable as they arc in some 
points of view, and imperfect in all, I cannot but consider 
them as an improvement) is of very late datc.”“ Malthus 
therefore believes that popular education is the surest 
means of safeguarding against the “false declamation of 
interested and ambitious demagogues.” He even suggests 
that the principles of political economy should be taught 
in the schools of the poor, so that they may acquire the 
right, scientific outlook. 

The stagnation and apathy of much of the Church of 
England during the latter part of the eighteenth century 
have already been mentioned; but there were, none the less, 
during this period some religious movements which, had 
their influence on education. John Wesley (1703-91) had 
been educated at Charterhouse and afterwards became 
a fellow of Lincoln College, Oxford. From about 1740 
onwards he travelled about the country, preaching justifica- 
tion by faith and directing people’s attention to the simple 
truths set out in the gospels. He was most successful in the 

See supra^p» xiv, 

^ Malthus, on ’PopnlaHon, vol. Ui, pp. 203-4 (bk. iv, chap. ix). 
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centres of crowded population in the new manufacturing 
areas ; and Methodism did much to civilise and educate their 
inhabitants. It also helped to further the Sunday-school 
movement. Raikes, who — as we have seen — ^was its chief 
exponent, began his work in 1780; but already in 1769 a 
Methodist minister had started a Sunday school at High 
Wycombe in Buckinghamshire. Methodism’s stress on a 
personal religion founded on the Bible implied certain in- 
tellectual requirements; the individual must be taught to 
read and understand and search the inspired Scriptures if 
he was to be able to make them a personal possession and 
so achieve salvation. It was for this reason that Protes- 
tantism generally tended to encourage popular education; 
the same phenomenon can be seen in the educational 
history of, for example, Germany, Holland, and Scotland. 
Roman Catholicism, as in France during the seven- 
teenth and eighteenth centuries, gave more attention to 
fostering secondary and further education. Again, the 
democratic organisation of Methodism, with its local 
preachers and lay administrators, helped to train up among 
the workers a generation which later was to take a lead in 
the struggle for political reform. As Trevelyan well says: 
“Many of the more self-respecting of the new proletariat 
found in the Baptist or Wesleyan chapel the opportunity 
for the development of talents and the gratification of 
instincts that were denied expression elsewhere. The close 
and enthusiastic study of the Bible educated the imagina- 
tion more nobly than it is educated in our age of maga- 
zines, novelettes, and newspapers. And in chapel life 
working-men first learnt to speak and to organise, to 
persuade and to trust, their fellows. Much effort that soon 
afterwards went into political, trade-union, and co-opera- 
tive activities was then devoted to the chapel community. 
It was in little Bethel that many of the working-class 
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leaders were trained. In a world made almost intolerable by 
avarice and oppression, here was a refuge where men and 
things were taken up aloft and judged by spiritual and 
moral standards that forbade either revenge or despair.”* 
It was not only through the work of the academics that 
during this period nonconformity was making an impor- 
tant contribution to English education. 

Methodism at first made its headway among the poor. 
The upper classes remained hostile to it, and the Church of 
England choked it out, so that it joined its vigour and 
enthusiasm to that of the older dissenting bodies. But 
eventually Methodism reacted even on the more exalted 
circles inside the Church of England itself. Those who 
were influenced by the movement which it started in- 
cluded the poet Cowper, the authoress Hamaah More, who 
with her sisters founded successful village schools in the 
Mendip district, and William Wilberforcc, who is well 
known in connection with the abolition of the slave trade 
in 1806. All these were zealously affected in good works; 
but although their evangelicalism brought philanthropy 
and uprightness into quarters where they had been little 
known before, it had its inconsistencies. It was alive to the 
sufferings of the slaves overseas, but tended to take a 
biased view of the misery of the poor in this country. It 
suggested that this was due, not to callous and grasping 
landlords and employers, but to irreligion or lack of sub- 
mission to authority. Inequalities of fortune in this world 
must be accepted without demur because they would be 
redressed in the next. Thus the attitude of evangelicalism, 
for all its piety and good works, tended to be condescend- 
ingly philanthropic. The best that we can say of it — and 
this is a good deal — ^is that it emphasised the importance of 
high standards of personal conduct, and it inculcated in the 

^ G. M. Tfcvclyan, British History in the Nmteenth Cmiury^ p. x6o. 



HISTORY OF ENGLISH EDUCATION 


59 


upper classes a new sense of responsibility towards social 
and educational reform. It paved the way for, and is 
largely responsible for, the rise of the voluntary movement 
in English education in the early part of the nineteenth 
century. 




PART B 


EDUCATION DURING THE FIRST PART OF THE 
NINETEENTH CENTURY 



Chapter VI 

ELEMENTARY EDUCATION 

The Monitorial System: Bell and Lancaster. Robert Owen, Wildcrspin and Stow. 

In Part A of this book an attempt has been made to give an 
account of education in England during the latter part of 
the eighteenth century and on the threshold of the nine- 
teenth. There is a dark background to the picture — the 
degradation and sufferings of the poor, especially in the 
large towns. The educational ideal of the time was the 
training of the poor to an honest and industrious poverty 
which knew its place and was duly appreciative of any favours 
received. But, as has been seen, there were many forces for 
change at work, and conspicuous among them was the 
philosophical movement for freedom, inspired largely by 
Rousseau and subsequent thinkers in France and elsewhere, 
and expressed in this country by many social and philan- 
thropic campaigns. Thus even among people who were not 
particularly interested in the political and economic aspects 
of the problem there was a growing recognition of the 
neglect and danger into which the cliildren of the poor 
had fallen, and a search for some means to remedy this 
situation. 

What seemed to be the solution to the problem was 
discovered early in the nineteenth century. A scheme 
emerged for providing popular education on a large scale 
and by a method which fitted in well with the economic and 
industrial ideas of the time. This method is Icnown as the 
monitorial, or mutual, system, and in its essence it con- 
sisted in setting children to teach children. It was not 
entirely new; it must have been used in families from time 
immemorial. It had even been put into practice at the 
public schools, for the praspositors and prefects at Win- 
chester and Eton were not orxly policemen and informers, 
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but also at times pupil-teachets. A tecotd telating to Eton 
and dating from 1530 says: “The Vth. forme learn the 
versyfycall rules of Sulpicius gevyn in ye mornyng of some 
of the Vlth. forme, and this Vth. forme gevyth rulys to the 
fowrth.”^ But the introduction of the method on a large 
and organised scale is due to two men, Andrew Bell and 
Joseph Lancaster, who seem to have hit upon the device by 
accident and to have made their discovery independent of 
each other. 

Bell (1753-1832) was a clergyman of the Established 
Church. While serving as a missionary in Madras he had 
been forced by shortage of staff, in a school of which he 
had charge, to put classes in the care of some senior pupils. 
When he returned to England he published pamphlets 
describing his experiments, and his scheme was tried out 
successfully in some parochial charity schools. Meanwhile 
Joseph Lancaster (1778-1838), who was a Quaker, had 
opened a private school in Southwark. As the numbers 
increased he moved to larger premises in Borough Road 
and made use of monitors as a means of helping to keep all 
the children occupied. “When a child was admitted, a monitor 
assigned him to his class; while he remained, a monitor 
taught him (with nine other pupils) ; when he was absent, 
one monitor ascertained the fact, and another found out the 
reason; a monitor examined him periodically, and when he 
made progress a monitor promoted him; a monitor ruled 
the writing paper; a monitor made or mended the pens; a 
monitor had charge of the slates and books ; and a monitor- 
general looked after all the other monitors.”^ By such 
means the number of children ultimately in the charge of a 

^ Quoted by A. F. Leach in 'Bncyclopcedia of Education (ed. Foster Watson), vol.l u, 
p. 1532. See also Majcwell Lyte, History of Eton College^ pp. 139 and 142. 

® Salmon, Joseph Lancaster, p. 7. There is a full account of the organisation of a 
monitorial school, with illustrations, in Birchcnough, History of Elementary^ Education 
in Eng/and and Wales ^ pp. 283-96. See also Binns, A Century of Education, chaps, 
i and ii. 
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single adult could be greatly increased. All that the 
master did was to organise, to reward or to punish, and to 
‘inspire’ the monitors. It is possible that in working out the 
scheme Lancaster was helped by the published account of 
Bell’s experiments in Madras — though this has been 
questioned.^ Some influential members of the Society of 
Friends interested themselves in Lancaster’s school, and 
before long its numbers were over 800, while the annual 
cost of educating each child was barely a guinea and could 
be further reduced if the numbers increased, because the 
‘overhead’ expenses remained practically stationary. Lan- 
caster gave an account of his work in Improvements in 
Education, which was published in 1803. His school in the 
Borough Road became one of the sights of London. 
“Foreign princes, ambassadors, peers, commoners, ladies 
of distinction, bishops aird archbishops, Jews and Turks, 
all visited it with wonder-waiting eyes.”- Donations 
poured in, and even the King became an annual subscriber 
to the funds. 

In the monitorial school the headmaster was in sole 
charge. He taught the monitors only, and they passed on the 
instruction which they had received. The subject-matter 
was carefully graded, but it was very elementary. The whole 
technique was mechanical ; there was no opportunity for the 
asking of questions nor, of course, for the development of 
individuality. In fact, the system was one of mass pro- 
duction in education. Professor Adamson quotes a con- 
temporary writer, who says : “The grand principle of Dr. 
Bell’s system is the division of labour applied to intellectual 
purposes. . . . The principle in schools and manufactories 
is the same.”* In short, it substituted machinery for 

^ But see Lancaster’s own acknowledgment of his debt to Bell in Imprmtmmts in 
Edmation^ pp. 64-5, 

^ Cotston, Life of Lancaster, p. 11* 

* See Adamson, Engiisb Education, 1789-1 ^ost, p. 24. 
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personality and forced facts into the pupils’ memory in a 
purely mechanical way. Yet up to a point it worked. The 
children did learn something ; they were taught to be quiet 
and orderly; and above all the system was cheap. This 
argument was used by Samuel Whitbread, who in 1807 
introduced a Parochial Schools Bill into the House of 
Commons. Among its provisions was the establishment of 
rate-aided parochial schools “because within a few years 
there has been discovered a plan for the instruction of 
youth which is now brought to a state of great perfection; 
happily combining rules, by which the object of learning 
must be infallibly attained with expedition and cheapness.”^ 
The measureproposed to provide two years of free schooling 
for children between the ages, of seven and fourteen who 
could not pay fees. Opposition was strong, not only on the 
ground of the cost of the proposal, but because it was 
feared that it would undermine the monopoly of the Church 
in education. When the Bill came before the House of 
Lords, the Archbishop of Canterbury said that “it would 
go to subvert the first principles of education in this 
country, which had hitherto been, and he trusted would 
continue to be, under the control and auspices of the 
Establishment.”® There was also a feeling that the spread 
of education might make the lower classes discontented. 
In the Commons debate Mr. Davies Giddy said: “How- 
ever specious in theory the project might be of giving 
education to the labouring classes of the poor, it would be 
prejudicial to their morals and happiness; it would teach 
them to despise their lot in life, instead of making them 
good servants in agriculture and other laborious employ- 
ments. Instead of teaching them subordination, it would 
render them fractious and refractory, as was evident in the 

1 Hansard, vol. viii, 984, 1051. 

* Ibid,, voL ix, 1178 (Aug. nth, 1807), 
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manufacturing comities; it would enable them to read 
seditious pamphlets, vicious books, and publications 
against Christianity; it would render them insolent to their 
superiors; and in a few years the legislature would find it 
necessary to direct the strong arm of power towards them.”-' 
That perhaps was typical of the attitude of the landowners 
and farmers towards popular education, and Whitbread’s 
Bill did not pass. But it is axi important sign of the times, 
for it was the forerunner of a series of proposals which 
culminated in the Elementary Education Act of 1870. 

Meanwhile the monitorial schools were giving rise to 
a controversy which was destined to I’age all through the 
nineteenth century; its echoes have hardly yet died away. 
Lancaster was a nonconformist. Bell a clergyman of the 
Church of England. Lancaster’s system, though it included 
Bible teaching, was frankly unsectarian; and its rapid success 
alarmed the Church party. The controversy flared up, owing 
to the activities of Mrs. Sarah Trimmer, who had already 
shown her interest in education by founding a Sunday 
school at Brentford and by writing books for children and 
for teachers. In 1805 she published a book in which she 
accused Lancaster of having borrowed everything of value 
in his system from Bell, and asserted that the development 
of his schools was a menace to the “System of Christian 
Education founded by our pious Forefathers for the 
Initiation of the Young Members of the Established Church 
in the Principles of the Reformed Religion.”** There was a 
great outcry. Her views were condemned by the Whigs and 
the Edinburgh Ejeview,^ and upheld by the Tories, the Church, 
and the Quarterlj. We are already embarked on the ‘reli- 
gious difficulty’ which almost ever since has been the chief 

1 vol. be, 798 (July 13th, 1807). 

® Part of the title of her book, 

of 1806 there is a skshing review of Mrs. Trimmer’s 
book by Sydney Smith — himself a clergyman of the English Church. 
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obstacle to the evolution of elementary education in this 
country. The cleavage between Bell and Lancaster was 
emphasised by the formation of two societies. In 1811 was 
founded the “National Society for promoting the Educa- 
tion of the Poor in the Principles of the Established Church 
throughout England and Wales.” It took over the charity 
schools which had been sponsored since the early days of 
the eighteenth century by the S.P.C.K. Considerable 
financial support was forthcoming. The Universities of 
Oxford and Cambridge each gave £500, and by 1830 some 
346,000 children were receiving an elementary education 
in Church schools run by the National Society. As a con- 
dition of receiving aid from the Society it was necessary to 
follow the monitorial system as laid down by Bell, to give 
the pupils instruction in the Liturgy and Catechism of 
the Church of England, and to take them to church 
regularly on Sundays. At the same time there was, in 
some schools at least, a conscience clause which allowed 
nonconformist children to be withdrawn from religious 
instruction. 

The Royal Lancasterian Association was formally con- 
stituted in 1810, Four years later it was renamed The 
British and Foreign School Society. Lancaster — like 
Pestalozzi — ^was no man of business; and he was also ex- 
travagant and given to display; but with the help of men 
like Brougham, Whitbread, William Wilberforce,and James 
Mill, his schemes were developed and his methods began 
to spread to the Continent and to the colonies. This fact 
explains the word ‘Foreign’ m the title of the society. A 
training school for teachers was opened at Borough Road. 
It still exists, though it was moved to new premises at 
Isleworth in 1890.^ It had a model school attached to it. 

^ The women's side had been transferred to Stockwell in i86i. This training 
college is also still in existence. 
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All the elementaiy schools aided by the British and 
Foreign School Society were open to children of any 
denomination, for in them no distinctive sectarian religious 
teaching was given; but the pupils were required to attend 
a place of worship on Sundays. 

It may be said with justice that Bell and Lancaster 
between them created the English elementary school of 
the nineteenth century. They determined its mechanical 
methods, its low standards, its large classes and mass 
production, its emphasis on cheapness, its low ideals of 
education. But its system of dividing the pupils into 
groups — ^instead of the master teaching a few pupils 
separately while the rest wasted their time — was something 
of an innovation which has proved of permanent value. 
Also the monitorial schools did popularise elementary 
education, and therefore, for all their shortcomings, they 
achieved a great social work. The National Society and the 
British and Foreign School Society have survived to the 
present day. 

In addition to the activities of these two societies there 
were other early-nineteenth-ccntury movements for the 
education of the poor. One of the most important is that 
which was started by Robert Owen (1771-1858).^ He was 
born at Newtown in Montgomeiyshirc, and showed such 
early precocity that at the age of seven he was helping his 
schoolmaster. He left school at eleven and was apprenticed 
to a draper — one Mr. McGufiFog. He had already decided 
that “there must be something fundamentally wrong in all 
religions as they had been taught up to that period.” “ He 
soon showed great business ability and rapidly forged 
ahead. In 1790 he became a cotton spinner in Manchester, 
and in 1799 bought for himself and his partners some 

^ There is a good account of Robert Owen and his work in Soml and V^oHHcal Ideas 
of the A^e of Reaction and Reconstruction (cd. Hearnshaw), chap. v. 

^ R. Owen, Life of Robert Owen, p, 5. 
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cotton mills at New Lanark, near Glasgow. He withdrew 
from this venture in 1829, and from then until his death he 
was continually engaged in propaganda on behalf of co- 
operation and socialism, using his private fortune for the 
diffusion of his ideas. He believed that man is entirely the 
creature of circumstance — environment controls develop- 
ment, and therefore social problems can be solved by 
providing environment of the right kind. “Any character,” 
he says, “from the best to the worst, from the most 
ignorant to the most enlightened, may be given to any 
community, even to the world at large, by the application 
of proper means; which means are to a great extent at the 
command and under the control of those who have 
influence in the affairs of men”;^ and again: “Human nature 
is one and the same in all ... by judicious training the 
infants of any one class in the world may be readily trans- 
formed into men of any other class.” ® Owen takes no 
account of innate qualities or heredity, and therefore for 
him education is all-powerful. These ideas were by no 
means new. A French philosopher Helvetius (1715-71), 
for example, had already uttered the famous dictum 
“L’education peut tout.” 

Robert Owen tried to put his ideas into practice by 
organising Ms rough and ignorant factory community at 
New Lanark under a kind of paternal government. He 
fixed the minimum age for employment there at ten, and 
provided free schools for Ms workers’ cMldren between the 
ages of five and ten. These schools were at first worked 
mainly on the Lancasterian plan; but Owen got into touch 
with some of the most progressive educatioMsts of Ms 
day both here and on the Continent, and Ms schools were 
never mere mechamcal moMtorial institutions. Lessons 


^ R, Owen, Firs^ Essay on the Formation of Character ^ p. 3. 
® Fourth Essay on the Formation of Character, p. 72. 
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wete given, in the thtee ‘R’s/ geography and history, 
nature study, dancing, singing and drill. Punishment was 
avoided, and stress was laid on mutual goodwill and 
social service. In i8i6 he also opened an infant school — the 
first in Great Britain and the forerunner of the modern 
nursery school. Children as young as one and a half years 
were received. Instruction was given mainly by conversa- 
tions or by objects displayed — c.g. pictures of animals. 
The infants were occupied with dancing and singing and 
games. Owen provided classes in the evening, after 
working hours, for his apprentices, of whom he had some 
five hundred, and the schools were also used as a social 
centre for the employees in their leisure time. It is not 
surprising that New Lanark was visited by social reformers 
from all parts of the world. 

Education was only one means which Robert Owen 
advocated for the reform of society; but his socialistic views 
in general and his attempt to found an ideal community at 
New Harmony, in America, are rather outside the scope 
of the present volume. In 1813 he published A New View 
of Society. In it he plans the establishment of industrial com- 
munities which shall be self-contained, educationally 
organised, and self-supporting on co-operative lines. He 
seems — ^perhaps like many socialists — ^to be over-sanguine 
as to the practical efficiency of the governmental action 
which is to engineer and control this scheme; and his views 
were bound to conflict with the pronounced individualistic 
theories which were current at this time. He also estranged 
public sympathy by his hostility to Christianity. But Ms 
acMevements at New Lanark were of very great signifi- 
cance, and Owen also helped to bring English education 
into touch with the fruitful experiments which were being 
made on the Continent. In 1818, for example, he visited 
Pestalozzi at Yverdon and Fellenberg at Hofwyl. The latter 
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pleased him so much that he sent his two elder sons to be 
educated there. 

Stimulated by the example of New Lanark, a committee 
which included James Mill, Brougham, and Zachary 
Macaulay started a school on Owen’s lines in Westminster 
in 1818, and a similar one in Spitalfields in 1820. The latter 
was put in the charge of Samuel Wdderspin (1792-1866). In 
1823 he published a treatise On the Importance oj "Educating 
the Infant Children of the Poor, and this led to the founding in 
the following year of the London Infant School Society. Its 
object was to provide schools for children aged two to 
six, whose only source of education up to that time had 
been the very inefficient dame schools. Wilderspin was 
appointed 'agent’ of this society, and he travelled all over 
the country in its service. In 1836 the Home and Colonial 
Infant School Society was formed in order to provide 
training for teachers in infant schools. For long its college 
had buildings in the Gray’s Inn Road, London, but in 
1903 it moved out to Wood Green. It was closed during 
the economy period of the 1930’s. 

Wilderspin has much in common with Pestalozzi, 
although he claims to have worked out his educational 
schemes before he had read the works of the Swiss re- 
former. He says : “The great secret of training children was 
to descend to their level and become a child; the error had 
been to expect in infancy what is only the product of after 
years. He stresses kindness, patience, sympathy. We must 
approach the head through the heart — ^not vice versa. He also 
sees the educational value of amusement, activity, and 
change. He calls the playground the “uncovered school- 
room,” and its occupations ate to him as important as those 
of the classroom. “I would rather see a school where they 
charged two-pence or three-pence per week for each child, 

^ Wilderspin, Importance, etc., p, 44. 
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having a playground, than one where the children had free 
admission without one.”^ It should be supplied with 
apparatus for games and planted with trees and flowers. 
All this is a commonplace of educational theory — ^if not of 
practice — ^nowadays; but the contrast is great between 
Wilderspin’s theories and those which underlay the con- 
temporary dame school. He also disliked the mechanised 
methods of the monitorial system; but he was inclined (like 
many schoolmasters before and since) to be pedantic. He is 
said to have invented the ball-frame for teaching elementary 
arithmetic; but this may be questioned, for the abacus was 
used by the ancient Greeks. But he exaggerates the impor- 
tance of memory work, and much of the information which 
he gives is of little value. He is also not exempt from the 
contemporary habit of pointing a moral. There arc some 
examples of this practice in Wilderspin’s The Infant System. 
This is how he correlates tables with temperance : 

Tm pints will make one quart. 

Tour quarts one gallon, strong:-— 

Some drink too little, some too much , — 

To drink too much is wrong. 

Eight gallons one firkin make. 

Of liquor that’s called ale: 

Nine gallons one firkin of beer 
Whether ’tis mild or stale. 

With gallons fifty-four 
A hogshead I can fill. 

But I hope I never shall drink much. 

Drink much whoever will.- 

^ Wildetspin, T/ie Infant System, p. loi. 

c ‘arithmetical songs' is given in Fi:ank 

SmiA, Hf story of English Elementary Education, p. 96. See also TOlderspin's Uanuah 
m winch these verses are “set to original and select music/* 



HISTORY OF ENGLISH EDUCATION 


73 


The infant-school movement was also making some 
independent progress in Scotland. There it was associated 
particularly with David Stow (1793-1864). He was a 
Glasgow merchant, who made up his mind to improve the 
condition of the poor children of his city. In 1816 he 
started a Sunday school; but soon, realising that this of 
itself was insufficient, he founded, in 1826, the Glasgow 
Infant School Society and got into touch with Wilderspin. 
The movement was followed up with an attempt to train 
teachers. In 1836 the Glasgow Normal Seminary was 
opened; in it teachers were instructed in their craft, and 
their professional training was combined — as is still the 
custom in training colleges — ^with their general education. 
Stow always stressed the difference between mere instruc- 
tion and what he called ‘training’ — ^i.e. education in its 
widest sense, including both moral and intellectual develop- 
ment. And so he prefers to call his teachers ‘trainers,’ as 
indicating their wide responsibility. ‘Training,’ according 
to Stow, was a highly skilled craft, “awakening thought, 
stimulating and directing enquiry and evolving the energies 
of intellect.”^ He therefore condemns the mechanical moni- 
torial system; but he believes very much in what he calls 
the ‘sympathy of numbers’ — ^which, in actual practice, 
seems to have meant little more than answering in chorus. 
He also advocates ‘picturing out’ — ^i.e. giving verbal pic- 
tures which may stimulate the child’s imagination. He says 
that, by using simple terms and ideas within the range of 
the child’s experience, he can be “made to perceive as vividly 
by the mental eye as he would real objects by the bodily 
eye.”® 

Bell, Lancaster, Robert Owen, Wilderspin, David Stow 
— all these have contributed to make English elementary 

1 Stow, The Training System, p. 5. 

* Op. cit., chap, xvi; fot examples see chap, xxxvii. 
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education; nor were ideas from the Continent without their 
effect, for Rousseau, Pestalozzi, andFellenberg liad a po wer- 
ful, if indirect, influence. But progress was slow. In spite of 
the work of the pioneers, there were many obstacles to over- 
come — the mechanised routine and passive receptivity of 
the monitorial schools, the excessive reliance on rotework 
and verbalism, jealousy between the churches and the 
growth of the ‘religious difficulty,’ the eagerness of indus- 
trialists to obtain child labour, the fear of the governing 
classes that popular instruction might result in discontent 
and revolution. From time to time vestiges of these 
obstacles to educational progress are even yet discernible. 
But the effort to overcome them has never relaxed; and that 
continued and increasing effort is an important feature of 
all the subsequent educational history of this country. 



Chapter VII 

STATE INTERVENTION IN EDUCATION 


Factory Acts and Elementary Education. Early Education Bills: Whitbread, 
Brougham, and Roebuck. 

In spite of the Government’s policy of non-intervention in 
education and its too-ready satisfaction with the efforts of 
cheap day schools and Sunday schools, there was some 
general misgiving as to the position of workhouse children 
who were being carried off into virtual slavery in the mills. 
The condition of child workers in some of the factories was 
so bad that even the most uncompromising advocates of 
laissez-faire felt that there would be some justification for 
intervention on behalf of the future well-being of the 
population. Children were not free agents, and therefore 
even those who thought that adults should be left free to 
make their own bargains were ready to legislate for the 
protection of child workers. Most of these in the Lancashire 
cotton factories had been workhouse children, who were 
imported in batches from their parishes and ‘apprenticed’ 
to the mill-owners; but the parish authorities were very 
negligent about the conditions under which this was done, 
and their chief concern seems to have been to get rid of 
their charges. The children were ill-fed and housed under 
insanitary conditions; the hours of employment were 
excessive and night work was not uncommon; there was 
no provision, or even opportunity, for intellectual and 
moral training. The first measure on behalf of these victims 
of the Industrial Revolution was the work of Sir Robert Peel, 
father of the future Prime Minister, who was himself a 
cotton manufacturer. In 1802 he introduced ‘The Health 
and Morals of Apprentices Bill, which, in spite of opposi- 
tion from mill-owners, was passed into law. It is important 
as being the first Factory Act, and it initiated the whole 
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modem system of State regulation in industry; but its scope 
was limited. It applied only to the apprentices sent from 
workhouses by public authorities to be employed in the 
larger cotton and woollen mills. The Act restricted their 
working hours to twelve a day; night work was forbidden; 
the factory premises were to be kept clean and properly 
ventilated, and they were to be whitewashed inside once a 
year. There was also inter alia a provision that during some 
part of the working day apprentices should be instructed in 
the three ‘R’s’ and that religious teaching should be given 
for an hour on Sundays. The children were to be taken 
to church at least once a month and prepared for confirma- 
tion when they were old enough. Thus, almost by accident, 
educational legislation was introduced as part of a measure 
designed to improve the lot of a relatively small section of 
the nation’s children. But it was the thin end of the wedge, 
and the forerunner of the legislation which culminated in 
the Education Act of 1870, All the same, in itself Peel’s 
Act was not very effective. The methods of enforcing it were 
quite inadequate, and in any case it applied only to parish 
apprentices and not to those ‘free’ children who were sent 
by their parents to work in factories. Moreover, the whole 
apprenticeship system in mills was abolished in 1814, so 
that the Act ceased to apply. 

A more ambitious scheme was put forward in 1807 by 
Samuel Whitbread, in his Parochial Schools Bill, to which 
reference has already been made."- It was part of a larger 
Poor Law Reform Bill, and it aimed at providing free 
elementary education for pauper children of all kinds — 
not merely those who were employed in factories. But it 
was emasculated by the House of Commons and rejected 
by the House of Lords. However, in 1815, Sir Robert Peel 
made a new attempt, this time on behalf of the ‘free’ 

^ Sec supra^ p. 65, 
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children who worked in the mills. A Select Committee was 
appointed to investigate ‘the State of the Children employed 
in the manufactories of the United Kingdom.’ The reports 
made to it revealed the appalling conditions under which 
many child workers lived. Some of them toiled for over a 
hundred hours a week. A working day of fourteen or fifteen 
hours — even sixteen — ^was not unknown. The time for 
meals and sleep was utterly inadequate; the punishments 
were often brutal. But in spite of this evidence there was 
much opposition to Peel’s new Bill on the part of the manu- 
facturers. The measure was drastically cut down before it 
was passed by the Commons in i8i8, and the final Factory 
Act, which became law in 1 8 19, was only a shadow of Peel’s 
original proposals. It applied only to children in cotton 
mills; but in them the employment of workers under nine 
years of age was prohibited, and those between nine and 
thirteen were not to work for more than twelve hours a 
day. As with the Apprentices Act of 1802, the measure was 
very inadequately enforced, and both employers and parents 
combined to render it inoperative. 

Samual Whitbread died in 1815, but his place in Parlia- 
ment as protagonist in the cause of popular education was 
taken by Henry Brougham (1778-1868). Owing to his 
efforts a parliamentary committee was appointed in 1816 
‘to inquire into the Education of the lower Orders.’ Its 
report revealed a great lack of educational facilities, and a 
very irregular attendance on the part of those children who 
did go to school. Brougham followed this up with a demand 
for an enquiry into the whole question of educational en- 
dowments. It was suggested that in many cases these were 
being abused, and that if they were rightly redistributed, 
they could be used to finance a system of popular education 
throughout the country, without entailing a burden on the 
taxpayer. At this there was a good deal of resentment; 
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even some of the great public schools were asked to give 
an account of their trusteeship — much to their indignation. 
But the main result of all this activity was Brougham’s 
Parish Schools Bill of 1820, “for the better Education of 
the Poor in England and Wales.” The schools were to be 
erected at the expense of the manufacturers. The cost of 
maintenance was to fall on the rates, though school fees of 
zd. to 4d. a week were to be paid by such parents as could 
afford them; and the application of the redistributed edu- 
cational endowments was to be a further source of revenue. 
Schoolmasters were to be members of the Church of Eng- 
land and appointed by the parish vestry. The clergyman 
could also veto their appointment and dismiss them. He 
was to have unlimited ‘right of entry’ to the school and the 
duty of determining the curriculum. Brougham’s proposals, 
like those of Whitbread, had in view a national system of 
education; but it is not surprising that they aroused very 
strong opposition among dissenters and Roman Catholics ; 
even the supporters of the Established Church were luke- 
warm. The Bill was accordingly withdrawn. 

The parliamentary committee had collected statistics which 
may not be very reliable, but had been used by Brougham 
in support of his Bill. According to these, there were 
in 1820 some 500,000 children in the unendowed schools, 
of whom 53,000 were being “educated, or rather not 
educated,” at dame schools. There were also 165,432 pupils 
in the endowed schools. In some of the counties, par- 
ticularly where there was much child labour, the proportion 
was very low — i in 24 in Lancashire, and i in 26 in Middle- 
sex, “beyond all dispute theworst educated part of Christen- 
dom.” El Westmorland the children at school formed i in 
7 of the total population. This worked out at an average of 
about I in 14 or 15 of the population over the whole 
country — or i in 16 if the dame schools were not counted 
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in. Btougham reckoned that the proportion ought rightly 
to be I in 8 ; and if the figures are at all reliable, there was 
obviously a considerable deficiency in the schooling 
available. One has also to remember that the average 
school life at the time was short — ^perhaps not more than 
one and a half or two years. But, for all that, there had been 
considerable improvement since the beginning of the century, 
largely due to the efforts of the National Society and the 
British and Foreign School Society. Brougham himself said, 
in a speech in the House of Commons : “The average means 
of mere education was only in fact one-sixteenth in England; 
yet even this scanty means had only existed since the year 
1 805 , when what were called the new schools, or those upon 
the systems of Dr. Bell and Mr. Lancaster, were established. 
Those schools were in number 1,520, and they received 
about 200,000 children. Before 1803, then, only the twenty- 
first part of the population was placed in the way of educa- 
tion, and at that date England might be justly looked on 
as the worst-educated country of Europe.”^ Thus it was 
argued that under the existing voluntary system popular 
education, though it had still far to go, was making pro- 
gress. Even Brougham, though he wished to multiply 
schools and increase their population, was no advocate of 
free education. “It was his great object that, whilst measures 
were adopted for bringing education home to the doors of 
all, all should still pay a little for it.”* 

AH through the 1820’s the power of liberal thought was 
growing. The year 1825 saw the formation of the Society 
for the Diffusion of Useful Knowledge.® It was the out- 
come of a pamphlet by Brougham, entitled Observations on 

1 Hansard, N.S.2, 1820, col. 61. 

2 Op, eit,, col. 77. 

® In 1816 Bcntham had published a book called Chrestomatbia, which ptoposed to 
set up a school to give instruction which would be ‘conducive to useM knowledge.' 
A good account of the scheme is given in Adamson, English Education, 1760-1902, 
pp. 102-5. 

E.l£.— 4 
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the Education of the People, and its object was to popularise 
science and general knowledge by the publication of in- 
structive books at a low price. In 1828 was founded the 
secular University of London, of which more will be said 
in a later chapter. The repeal of the Test Acts in the same 
year recognised the civil rights of nonconformists, for 
hitherto they had been excluded from holding national or 
municipal offices. This was followed in 1829 by the Catholic 
Emancipation Act, which gave similar rights to Roman 
Catholics. Finally, in 1832, came the Reform Bill, which 
gave the franchise to the ‘ten pound householders’ in the 
boroughs, and so redistributed seats that the large centres 
of industrial population, now converted into new boroughs, 
were represented in Parliament. Thus the middle classes 
and the manufacturing towns now sent their members to 
the House of Commons. This was only a stage in the direc- 
tion of complete popular representation; but it is intensely 
significant, because it was carried through by the force of 
“popular will against the strenuous resistance of the old 
order as entrenched in the House of I.ords.”^ Thus, by the 
Reform Act of 1832, the balance of power in the Commons 
passed to the newly enfranchised middle classes, and 
popular education therefore was regarded more than ever as 
a matter of urgency. 

This feeling was voiced in Parliament in 1833. Jolm 
Arthur Roebuck (1801-79) taken Brougham’s place 
as champion of popular education in the House of Com- 
mons, for the latter had been translated to the Upper House 
as Baron Brougham and Vaux. “Education,” said Roebuck, 
“means, not merely these necessary means or instruments for 
the acquiring of knowledge, but it means also the so train- 
ing or fashioning the intellectual and moral qualities of the 

^ Trevelyan, Brjfjjb History in the Ninetmth Ontary^ p, 441. In this book there is a 
dramatic account of the whole struggle. Sec pp. 232-42. 
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individual, that he may be able and willing to acquire 
knowledge, and to turn it to its right use.”*^ He viewed edu- 
cation in the light of the growth of democracy: “I wish the 
people to be enlightened, that they may use the power well 
which they will inevitably obtain.” He stressed the fact that 
France, Prussia, and Saxony had already introduced systems 
of compulsory popular education. And so he put forward 
the motion that “the House, duly impressed with the 
necessity for a due Education of the People at large, and 
believing that to this end the aid and care of the State are 
absolutely needed, will, early during the next Session of 
Parliament, proceed to devise means for the universal and 
national Education of the whole People.”® The plan which 
he advocated was more thorough-going that that of either 
Whitbread or Brougham. “In general terms, I would say, 
that I would oblige, by law, every child in Great Britain and 
Ireland, from, perhaps, six years of age to twelve years of age 
to be a regular attendant at school. If the parents be able to 
give, and actually do give their children elsewhere sufficient 
education, then they should not be compelled to send them to 
the national school. If, however, they should be unable or 
unwilling to give them such instruction, then the State 
should step in and supply this want, by compelling the 
parent to send the child to the school of the State.”® 
Roebuck proposed to set up schools of four types — ^infant 
schools, schools of industry, evening schools in towns for 
adolescents and adults, and normal schools for training 
teachers. For administrative purposes the country was to 
be divided into a number of school districts, in each of 
which the voters should elect a school committee. The 
whole national system was to be under the control of a 
Cabinet Minister. The cost would be met partly by “school 

^ Hansard^ vol. xx, 142. 

® Comnmu Jourttal, vol. Ixxxviii, p. 615. 

^ Hansard f Third Scries, vol. xx, col. 153. 
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pence,” paid by patents who could afford them, but chiefly 
from taxation and from existing endowments, which were 
to be reapplied to this purpose. The education to be given 
was to be “as liberal as prudence would permit.” In the 
schools of industry it would include not merely the three 
‘R’s,’ but also art, music, hygiene, natural history, civics, 
and training in some trade. 

It is hardly surprising that so ambitious and so expensive 
a scheme did not find acceptance ; but there was a long and 
keen debate on the Bill, which is some evidence of the 
growing popular interest in education. The Government 
showed that it was not altogether indifferent to the subject 
by voting in 1833 a sum of £ 20,000 for the erection of 
school-houses. There was some sort of precedent for this 
in that a vote had been made a few years previously for the 
building of churches. The resolution ran as follows : “That 
a sum, not exceeding twenty thousand pounds, be granted 
to His Majesty, to be issued in aid of Private Subscriptions 
for the Erection of School Houses, for the Education of the 
Children of the Poorer Classes in Great Britain, to the 31st 
day of March 1834; and that the said sum be issued and paid 
without any fee or other deduction whatsoever.”^ Though 
trivial in itself, this vote is of great significance as showing 
the future trend of English education. It was the first 
Government grant in aid of education.® That grant has 
been renewed and increased, and its application extended 
each year since 1835. By 1846 it amounted to £ 100 , 000 ’, by 
1859 to £836,920; in 1944 the State expenditure on edu- 
cation for England and Wales amounted to over £76,000,000. 
But the purpose of the original grant should be noted. It 
was issued “in aid of Private Subscriptions.” In practice it 

1 Commons JouTfiol^ voL Ixxxviii, pp. 692-$. 

* Unless one counts the patliamenta:^ gtant, part of which was to provide school- 
masters’ salaries, which was voted in 1049. Sec De Montmorency, SiaU Intervention in 
English Education, p. 104. 
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was paid over to the National Society and the British and 
Foreign School Society — two private institutions — ^to help 
them to build schools. It was decided that the local sub- 
scriptions for this purpose must be equivalent to at least 
half the grant made in any particular case, and the Society 
which benefited had to undertake the maintenance of any 
schools that were erected. Preference was given to applica- 
tions from large cities and towns, and for schools with 
accommodation for not less than 400 pupils. Thus the 
grant tended to encourage the building of schools in com- 
paratively well-to-do and populous areas, while the poorer, 
and therefore more necessitous, country districts were 
neglected. No other conditions were laid down. No stan- 
dards for building were required; there was no inspection 
to see that the schools were adequately maintained after 
they had been built; no enquiries were made as to the effi- 
cacy of the instruction which was to be given in them. The 
scheme was obviously designed as a tentative one, and 
although the grant was renewed in succeeding years, the 
applications for assistance far exceeded the funds which 
were made available. 



Chapter VIII 

SECONDARY EDUCATION 

Public Schools: Samuel Butler, B. H. Kennedy, and Thomas Arnold. 

The unsatisfactoty state of the endowed public and gram- 
mar schools during the second half of the eighteenth 
century has already been described in Chapter IT. It cannot 
be said that there was much improvement during the first 
three or four decades of the nineteenth century. According 
to Mr. Marvin, in his Century of Hope^ “it has been estimated 
that the condition of our public or higher schools was 
worse between 1750 and 1840 than at aiay time since King 
Alfred.” Be that as it may, the narrow classical curriculum, 
the unsatisfactory housing and boarding conditions, and the 
low moral tone continued to be characteristic of them. But 
criticism was growing, and it came from many different 
quarters. Utilitarianism, as expounded by Jeremy Bentham 
and the two Mills, became popular in the early nineteenth 
century. Its aim was “the greatest happiness of the greatest 
number.” It judged the rightness of an act, not by its 
motive, but by its result on the pleasure or pain of those 
affected by it.^ The philosophic radicals who held this creed 
were intolerant of effete schools and colleges, which were 
upholding a traditional and apparently useless curriculum. 
The elder Mill, in his article on ‘Education’ in the Bmydo- 
pcedia Britannica (1825), says: “An institution for education, 
which is hostile to progression, is the most preposterous, 
and vicious thing, which the mind of man can conceive.”* 
Other criticisms came from the evangelicals. In spite of 
their limited outlook, the movement with which they were 
identified had (as Trevelyan says), “brought rectitude, un- 

P. 204. 

2 See J. S. Mill, Uiilitariamsm^ and especially p. 22 of the Routledge edition, 

® James Mill on Education (ed. Cavenagh), p. 67. 
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selfishness and humanity into high places/’^ and its influence 
was thetefore exerted on those classes who sent their sons to 
the public schools. They were not likely to approve of the 
vices which boys were said to learn there, and which were 
stigmatised by Sydney Smith and many another writer after 
him. Again, there was growing up a class of factory-owners 
and manufacturers who had forged ahead and made their 
money in industry. Such patents were critical of the curri- 
culum and the educational facilities which were offered to 
their children in the public and grammar schools. They 
wanted value for money here as in everything else, and — as 
has already been pointed out® — ^they often, for this reason, 
preferred a private school. In view, therefore, of their 
deficiencies and the criticisms that were levelled at them 
from so many sides, the public schools might well not have 
survived, had they not been reformed during the course of 
the nineteenth century. But they mre reformed, and they 
did survive. That this happened is due largely to the efforts 
of two great headmasters — Samuel Butler of Shrewsbury 
and Thomas Arnold of Rugby. 

Samuel Butler (1774-1839) — ^grandfather of the author of 
Erewhon — ^had been educated at Rugby and at St. John’s 
College, Cambridge. He was elected to the headmastership of 
Shrewsbury in 1798, at the age of twenty-four. It was an 
ancient institution which had been refounded in the reign of 
Edward VI as a town grammar school. At the time when 
Butler arrived there were very few boys ; but a new scheme 
had just come into force and the reconstituted governing 
body gave their headmaster valuable support. His chief 
reforms concerned teaching methods. He abolished what 
Carlyle stigmatised as ‘gerund-grinding.’ Boys had been set 
to learn by heart the rules of grammar and syntax from 

British History in the Nineteenth Century^ p. 54. 

® See supra, p. 23. 
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antique text-books written in Latin ; reference has already 
been made to the experience of D’Arcy Thompson at 
Christ’s Hospital.^ Every possible variation and exception 
were given, and the rules themselves were set out with 
incredible complexity. The compilers had forgotten that — 
as Quintilian® said — ^it is one of the virtues of a grammarian 
to be ignorant of some things. Butler at long last cleared all 
this away and required his boys to learn only what was 
really necessary. He promoted emulation and gave life to 
lessons by using a system of marks. He held regular 
examinations and based promotions on merit. Mathematics 
was taught to those who needed this subject. Benjamin Hall 
Kennedy, who was a pupil at Shrewsbury under Butler and 
became his successor there as headmaster, says : “History and 
geography were never neglected. . . . He was, of course, an 
excellent scholar and no ordinary teacher; but his crowning 
merit was the establishment of an emulative system, in 
which talent and industry always gained their just recogni- 
tion and reward in good examinations. This it was that 
made his school so successful and so great. Added to this, 
he always advised and recommended private reading.”® 
Another of Butler’s reforms was to give a certain share of 
authority to some of the senior boys — ‘prepostors,’* as they 
were called. Thus he anticipated Arnold, who is generally 
credited with the introduction of the prefect system into the 
modern public school. It was all part of his general policy 
to make boys “in intellectual as well as in moral matters 
self-reliant.^’ His methods were justified by their results. 
Shrewsbury boys swept the board in the scholarship and 
honours examinations at Oxford and Cambridge. The 


^ See supra^ p. 40, 

* intet virtutes giammatidhabcbituraliquaticscke.** Quintilian, Inst, Or,, 
chap, viii, § 21. 

® Letter quoted in hife and Lifters of Samuel Butler) vol. i, p, 252. 

^ On Butler's spelling of this word see hife and Letters of Samuel Butler, vol. i, p*2o6* 
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school’s reputation grew rapidly and the numbers greatly 
increased. In 1842, three years after Butler’s death, the 
Qmrterlj 'Rmew said of him: “If the silent but most prac- 
tical reformation which has been at work in our public 
schools for many years ever attracts the notice it deserves, 
then the time will come when men will take an interest in 
tracing the steps of the improvement; and they will hardly 
fail to give honour due to that scholar who first set the 
example in remodelling our public education, and gave a 
stimulus which is now acting on almost all the public 
schools in the country.” 

Butler’s methods were carried on by his successor, 
Benjamin Hall Kennedy (1804-1889), an old Salopian, who 
was headmaster of Shrewsbury from 1836 to 1866. He 
had won the Porson Prize at Cambridge while still a boy 
at school, and during his university career he carried off 
practically every distinction in Classics that was open to him. 
As a schoolmaster, therefore, he naturally laid great stress on 
this subject, and he was the author of the ’Public School iMtin 
Primer, which had a long career, though it did not escape 
criticism as being too det^ed. None the less, Kennedy intro- 
duced mathematics and French as subjects in the ordinary 
curriculum. He (unlike Butler^) encouraged organised games 
and started a school choir. In passing, it is interesting to 
notice that Kennedy had a dispute with the burgesses of 
Shrewsbury, which illustrates a point to which reference has 
already been made.^ They contended that the term libera 
schola grammaticalis, as used in the original charter of 
Edward VI, meant literally a ‘free grammar school,’ 
available without fee to the sons of townsfolk. Kennedy 
issued a pamphlet in which he expressed his views on this 
point. “All who are well read in the terminology of 
mediaeval law,” he says, “know that this term means a 

^ See $upra^ p. 21, ^ See supra^ pp. 15-16. 
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royally chartered school, a school free from all superiority, 
save that of the Crown.” The quarrel went on for some 
time, but it was filially settled in Kennedy’s favour by the 
Public Schools Commission in 1862.^ 

There is little doubt that, in his reforms of Shrewsbury 
School, Kennedy was to some extent influenced by his more 
famous contemporary Arnold, of whom something must 
now be said. Thomas Arnold (1755-1842) had a distin- 
guished career at Winchester, and thence went up to Corpus 
Christi College, Oxford. He was elected a fellow of Oriel at 
the age of twenty-one. This college had become the head- 
quarters of a group of keen and critical scholars, who were 
blown as ‘noetics.’ These “were a select body somewhat in- 
clined to mutual admiration, producing little but freely 
criticising everything; they applied an unsparing logic to re- 
ceived opinions, especially those concerning religious faith, 
but their strength lay rather in drawing inferences and re- 
futing fallacies than in examining and settling the premises 
from which their syllogisms were deduced.” * Nurtured in 
such an atmosphere, Arnold was inclined to be critical and 
intolerant of mete tradition. For him the Classics were not 
simply material for linguistic exercises, but a stimulus to 
ethical, philosophical, and political thinking. Yet he was in- 
tensely religious. He was ordained in 1818, though he never 
did any parochial work. His views were extremely Protestant, 
and he was always an opponent of Tractarianism. In 1819 
he left Oxford and settled at Laleham, near Staines, where 
he began to take in private pupils and coach them for 
entrance to the Universities. About this time also he married. 
He and his wife seem to have been successful and happy 
in their work. “The most remarkable thing which struck 
me at once on joining the Laleham circle was, the wonder- 

^ On this whole subject see F. D* How, Six Great Schoolmasters^ pp, 

* Brodhek, Histoty of the Umversity of Oxford^ chap, xviil See also Mark Pattison, 
Memoirs^ pp. 79-80. 
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fill healthiness of tone and feeling which prevailed in it.. . . 
Dr. Arnold’s great power as a private tutor resided in this, 
that he gave such an intense earnestness to Ufe. ... In the 
details of daily business, the quantity of time that he devoted 
to his pupils was very remarkable. Lessons began at seven, 
and with the interval of breakfast lasted till nearly three ; 
then he would walk with his pupils and dine at half-past 
five. At seven he usually had some lesson in hand; and it was 
only when we were all gathered up in the drawing-room 
after tea, amidst young men on all sides of him, that he 
would commence work for himself, in writing his sermons 
or Roman History.”^ 

In 1827 the headmastership of Rugby School became 
vacant,and Arnold offered himself as acandidatefor the post. 
In a testimonial from Dr. Hawkins, the Provost, of Oriel, 
it was stated that if Mr. Arnold were elected to the head- 
mastership of Rugby, he would change the face of education 
all through the public schools of England. Prophecies made 
in testimonials are not always justified by events; but the 
future proved that in this case, at least. Dr. Hawkins was 
right. Arnold was elected and entered upon his duties in 
August 1828. At the time of his arrival Rugby was cer- 
tainly in no worse a condition than many of the English 
public schools, and in some respects it was probably better 
than most. Under the rule of his predecessor. Dr. Wool!, 
the school buildings had been rebuilt and the accommoda- 
tion had been greatly improved. The numbers had in- 
creased, though they had fallen off latterly, probably owing 
to a raising of the school fees in 1813. The teaching and 
boarding arrangements had been improved, and a pension 
scheme had been started for the benefit of the assistant 
masters.® The long list of distinguished Rugbeians who 

^ Bonamy Price in Stanley, Ufe of Thomas Arnold^ p. 39* 

* In 18 1 1 there were nine assistant masters for 381 boys. Contrast conditions at 
Eton in 1834 — see supra^ p. 20. 
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were members of the school during Wooll’s headmaster- 
ship is some proof that the school was far from inefficient. 
But, as W. H. D. Rouse says: “The system as Arnold 
found it at Rugby was not unlike to the administration of a 
conquered state. The Headmaster was an autocrat, dis- 
pensing punishments with no unsparing hand. He and his 
colleagues alike were looked on as the natural enemies of 
boyhood, set over them by a mysterious dispensation of 
Providence to interfere with personal liberty and enjoy- 
ment. To these rulers the boys rendered a grudging 
obedience, which ceased when it ceased to be enforced. They 
had their own organisation, by which the weaker were 
slaves of the stronger; and their own code of honour, 
mercilessly strict among themselves, but lax towards their 
masters. A lie told to a schoolfellow was a very different 
thing from a lie told to the master. Differences between 
themselves were setded by an appeal to brute force, not 
only amongst the younger, where it was natural, but 
amongst older boys already on the verge of manhood. Ideals 
of conduct were otherwise low, and intemperate indulgence 
of various kinds was not condemned by public opinion. 
Thus it was not so much in the externals as in the whole 
tone and spirit and outlook of the school that Arnold 
recognised that reformation was needed. His chief claim to 
greatness lies in the fact that he effected this reformation, and 
that his ideas and ideals were widely accepted and imitated. 

For Arnold education had a twofold basis — ^religion and 
a liberal culture. The school chapel gave him an opportunity 
of influencing the whole school, and he used it to the full.''* 
On his appointment as headmaster, he got himself also 
made school chaplain, for he felt it essential that the head 
should stand in a pastoral relationship to his boys. He also 

^ Rouse, A History of ‘Rugby School, p. 224. 

® See his ‘Selected Sermons preached in Rugby Chapel,' in Findlay, Arnold of 
'B-uglyj pp, 122-97. 
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exerted enormous influence on the school by means of his 
Sixth Form, whom he treated as ‘gentlemen.’ Stanley, his 
biographer and one of his old pupils, says : “There grew up 
a general feeling that it was a shame to tell Arnold a lie — he 
always believes one.”^ But if his trust proved to be mis- 
placed, he took no further risks; and any offender whose 
influence he felt to be detrimental to the school he ruth- 
lessly expelled. Much of the improvement in tone was 
due, not merely to Arnold’s personal influence and direct 
action, but also to better organisation. He introduced 
separate studies, smaller dormitories, and more adequate 
supervision. This was a real gain. Reference has already 
been made to conditions in Long Chamber at Eton when 
Edward Thring was a pupil there from 1 8 3 3 to 1 841 “After 
8.0 o’clock at night,” he says, “no prying eye came near till 
the following morning; no one lived in the same building; 
cries of joy and pain were equally unheard; excepting a 
code of laws of their own, there was no help or redress for 
anyone.” Even at Rugby and in the days of Arnold such 
practices as tossing in blankets and roasting of small boys 
before an open fire were not unknown — as, readers of 
To^ Brown’s SchooUajs will remember. But Arnold never 
acquiesced in such evils as these, and it was in order to deal 
with them that he developed the prefect system, the origin 
of which is so often associated particularly with him and 
with Rugby. In an article which he contributed to Quar- 
terly Journal of 'Education he speaks of “the power given by 
the supreme authorities of the school to the Sixth Form, to 
be exercised by them over the lower boys, for the sake of 
securing a regular government amongst the boys them- 
selves, and avoiding the evils of anarchy; in other words, 
of the lawless tyranny of physical strength.”® 

^ Stanley^ Ufe of Thomas Arnold^ p. loo. * See supra^ p. 12. 

* Quarterly Journal ofBdueation, voL ix, pp, 286-7. 
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Arn old also reformed the school curriculum. He be- 
lieved in methods of instruction which would stimulate self- 
activity and train the power of self-expression, and which at 
the same time would be adjusted to the needs of individual 
pupils. As an ex-fellow of Oriel, and a ‘noetic,’ he believed 
strongly in the educational value of the Classics, but he took 
no traditional or conventional view as to the method of 
teaching them. One of his biographers. Sir Joshua Fitch, 
says of him: “In his teaching of languages he was the first 
Englishman who drew attention in our public schools to 
the historical, political, and philosophical value of philology 
and of the ancient writers, as distinguished from the mere 
verbal criticism and elegant scholarship of the preceding 
century.”^ Arnold also advocated the claims of history as a 
school subject and was, in fact, the first modern teacher of it. 
It was a branch of study which had always interested him. 
While still at Laleham he had .written a series of articles on 
Roman History for an encyclopaedia, and he later published 
a work on the same topic in three volumes. From 1841 to 
1842 he was professor of Modern History at Oxford, 
holding this office in conjunction with his headmastership. 
To Arnold, history is therecordof God’s dealingswith man.* 
Human progress is divinely directed. The Jews, the Greeks, 
and the Romans were the three chosen people of ancient 
times, and their history converges on that of Christianity. 
The State is the appointed means of drawing men neater to 
God. Aristotle — ^whom Arnold greatly admired — ^had said 
that man is a ‘political animal’; thus individual perfection 
and the perfection of society go hand in hand. Men’s 
relations to God underlie and explain their association in the 
Church; their relations to one another underlie and explain 
their association in the State. Thus the more closely Church 

1 Fitch, Arm Id of Rugby, p, 78. 

Arnold was a great admirer of Vico, Sec Lionel Trilling, Matthm Arnold, p. 5 



HISTORY OF ENGLISH EDUCATION 


95 


and State are associated, the more nearly will human per- 
fection be attained. Arnold stands for “the great principle 
that Christianity should be the base of all public education 
in this country.” It was for this reason that in 1838 he 
resigned from the Senate of the University of London, 
when it was proposed to institute a voluntary examination 
in theology, which, he felt, showed that Christianity was 
regarded as “no essential part of one system, but merely a 
branch of knowledge, which any man might pursue if he 
liked, but which he might also, if he liked, wholly neglect, 
without forfeiting his claim, according to our estimate, to 
the title of a completely educated man.”^ 

Arnold was fortunate in his ‘press,’ for he has been 
‘written up’ in three works which spread his fame far and 
wide — Stanley’s Life, Tom Brown's Schooldays, and his son 
Matthew Arnold’s poem Bu^y Chapel. He was a great 
figure and a dominating personality; and such men tend to 
be idealised by their admirers. It has become something of 
a fashion in recent years to ‘debunk’ the heroic figures of 
an earlier age, and Arnold has not escaped the process. In 
Mr. Lytton Strachey’s Lminent Victorians, he reappears as a 
tedious prig; and the former practice of ascribing every 
possible public-school reform to him has not altogether un- 
jusdy been termed the ‘Arnold myth.’ It is certainly true that 
some of the credit which is often given too exclusively to him 
ought to be shared with others. Reference has already been 
made to the important work of Butler and Kennedy; much 
also was done by other headmasters, many of them old pupils 
of Butler or Arnold. There resulted from this a movement 
to found new and more progressive schools during the 
forties and fifties of last century; examples are Chelten- 
ham (1841), Marlborough (1843), Rossall (1844), and 
Wellington (1853). 

1 Letter to the Earl of Burlington, in Stanley, 'Lift of Arnold^ chap. viii. p. 485. 
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It may well be that Stanley has exaggerated Arnold’s 
single-handedness in the moral reform of the public schools 
and the extent of his personal influence on his pupils. 
But it is still true that Arnold’s greatness lies in the fact 
that he saved the English public-school system and gave 
it a place in the esteem of the people of this country 
which it has not yet lost— and that in spite of continued 
criticism, much of which may be not wholly undeserved. 
Arnold carried out his reforms by the force of his own 
vigorous moral personality. His own high reputation in- 
creased the prestige of other headmasters and that of the 
profession generally; and this strengthened the position and 
independence of the endowed schools against State inter- 
ference. Sir Michael Sadler says that if it had not been for 
Arnold, it is probable that English higher secondary 
education would have passed more or less completely under 
the control of the State. Again — as has been indicated — 
Arnold’s influence was exerted through members of his 
staff and old pupils who became headmasters of many of 
these public and endowed schools. He was very careful to 
appoint as his assistants men whom he could trust to carry 
out his ideals. “I want,” he says, “a man who is a Christian 
and a gentleman, an active man, and one who has common 
sense, and understands boys. I do not so much care about 
scholarship, as he will have under him the lowest forms in 
the school; but yet, on second thoughts, I do cate about it 
very much, because his pupils may be in the highest forms ; 
and besides, I think that even the elements are best taught 
by a man who has a thorough knowledge of the matter. 
However, if one must give way, I prefer activity of mind 
and an interest in his work, to high scholarship : for the one 
may be acquired far more easily than the other.”^ Men of 
this type, trained and inspired by him, spread his ideas, not 

^ Sec Staxiley, ILrfe of Arnold^ chap, iii, p, 95. 
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only in the public boarding schools, but in the big day 
schools like Manchester Grammar School and St. Paul’s. 
The fact that Arnold was a liberal evangelical churchman 
and keen on inter-denominational relations strengthened 
the school of thought which favoured unsectarian Christian 
teaching as a basis for religious instruction in schools 
attended by pupils drawn from a variety of religious bodies. 
Thus nonconformist parents were not unwilling to send 
their boys to what were nominally Church of England 
schools. This helped to keep the ‘religious difficulty’ — 
which was already complicating the development of our 
elementary education — out of the secondary schools. Pro- 
fessor Archer also points out that the example of Arnold 
helped to perpetuate the custom of preferring clergymen 
as headmasters of pubUc and grammar schools — a custom 
which lingered on into the twentieth century and is not 
even yet extinct. 



Chapter IX 

UNIVERSITY EDUCATION 

Progress of Reform at Oxford and Cambridge. The University of London. 

Educational reform at Oxford and Cambridge proceeded 
slowly during the first part of the nineteenth century. The 
Adventures of Mr. Verdant Green, which was first published 
in 1 8 5 3 , is admittedly a skit on the university life of the time, 
but it mirrors very faithfully the lack of serious purpose 
and of intellectual interests, the extravagance and the dissi- 
pation which characterised the career of too many under- 
graduates. When the Edinburgh K.evierv attacked this state of 
things, the Universities found a champion in Copleston, who 
was Dr. Hawkins’s predecessor as Provost of Oriel aird was 
himself something of a reformer. Yet this is what Professor 
Archer says of him : “It is hard to realise that a man who was 
regarded by his contemporaries as among the ablest 
Oxonians of his day both intellectually and practically should, 
in carrying on a discussion, be so completely unable to 
distinguish the wood for the trees. He spends more time in 
defending himself from a charge of a small slip in his Greek 
than in meeting serious attacks on the Oxford system; he 
indulges in trivial attacks on the opponent’s attorney; and 
he tediously replies to the charges sentence by sentence 
when a few decisive thrusts might have given him the 
victory.”^ Yet there was some real improvement from 
within, chiefly in the widening of the curriculum, and the 
tightening-up of the examination system. Reference has 
already been made to the Oxford ‘Public Examination 
Statute’ of i8oo.* The separation of the classical and 
mathematical honours schools, which made possible the 
achievement of a ‘double first,’ dates from 1807. ‘Modera- 
tions’ — a kind of intermediate examination at either a pass 

^ Archer, Secondary Education in the Nineteenth Century^ P* * Sec supra^ P» 
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or honours standard — ^was not introduced until 1850; 
while the final honours schools of natural science, and law 
and history (afterwards separated), date from 1852. The 
Oxford Museum, due largely to Dr. Acland, was founded 
in 1855. At Cambridge, up to 1824 there was only one 
tripos, which consisted almost entirely of mathematical 
subjects. In that year a second tripos in Classics was 
established, but as it was open only to those who had 
already taken honours in the mathematical tripos its ejffective- 
ness was limited. This regulation was not repealed until 
1850. Meanwhile, in 1848, two new triposes had been insti- 
tuted — one in moral sciences, and the other in natural 
sciences. Thus it was practically the middle of the century 
before the modern examination system was really xxnder way 
at either University. At Oxford the chief interest continued 
to be the Classics — or rather ‘literae humaniores’; at Cam- 
bridge it was mathematics. 

But the great majority of college tutors and undergraduates 
were little affected by the changes which were slowly taking 
place. The college societies formed close oligarchies, and most 
of the teaching was done inside their walls. The lectures 
given by college tutors were little more than construing 
classes, like a translation lesson witha Classical Sixth Form in 
a public school. An intelligent and well-prepared xinder- 
graduate, when he came into residence, often found that he 
had covered much of the work already; and that encouraged 
idleness. Moreover, it was much more usual to take a pass 
degree than an honours school or a tripos — ^the reverse of 
the present custom at Oxford and Cambridge; and there 
was littie inducement to tempt the student to leave the 
beaten track. At Oxford, as late as 1850, out of some 1,500 
or 1,600 undergraduates, the average annual attendance at 
the modem history course was eight ; at botany, six ; at 
Arabic, Anglo-Saxon, Sanskrit, and medicine, none. 



98 HISTORY OF ENGLISH EDUCATION 

Apart from the changes in university organisation and 
routine, there were at work some less obvious forces, which 
none the less had considerable effect. The ‘first Oriel 
school’ — the noetics to which Arnold belonged — was suc- 
ceeded by a very different ‘second Oriel School’ from 
which sprang the religious revival in the Church of England 
known as Tractarianism or the Oxford Movement. This 
began about 1833. In spite of the bickering and bitterness to 
which it gave rise in its early days, it did much to transform 
and transfigure the English Church. So far as education 
was concerned, it tended to strengthen the view that this 
is the duty of the Church. Thus its supporters were found 
on the side of the voluntary system and were opposed to the 
State-controlled school. The movement has therefore been 
criticised as reactionary and narrow in intellectual outlook ; 
but at any rate it helped to awaken the Universities to a 
higher standard of personal behaviour and a greater sense 
of responsibility. Moreover, the very reactionary elements 
and Romeward tendencies in the Oxford Movement them- 
selves stimulated a liberal reaction in the Universities which 
was in sympathy with the growing demands for reform from 
outside. 

It remains true that Oxford and Cambridge, although 
they were slowly beginning to move and contained pro- 
gressive elements, on the whole continued to be conserva- 
tive and aristocratic. They were closely associated with the 
Established Church; they were mainly interested in Classics, 
theology, and theoretical mathematics, which were frankly 
not utilitarian, but based their claims to value on taste or 
culture or religion. The two Universities were also very 
expensive. The annual cost of sending a boy to Oxford or 
Cambridge in the 1830’s was estimated at £zoo to — 
which represented a good deal more then than it does today. 
So the appeal of the ancient Universities was mainly to the 
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wealthy and upper classes, and no dissenter could enjoy their 
full privileges. On the other hand, there was a large and 
dissatisfied opposition to such a state of things. It included 
Liberals, nonconformists, Jews, Roman Catholics, secular- 
ists, men who were much more interested in the new 
science than in the old 'humanities,’ and the successful 
manufacturers and business magnates who believed in a 
‘useful’ rather than a traditional, and so-called ‘cultural,’ 
education. And so the democratic and utilitarian tendencies 
of the day allied themselves with the scientific and secularist 
movements in providing an entirely new institution of 
general and vocational higher education for the' benefit of 
those to whom Oxford and Cambridge were closed by 
reason of religious tests or of expense or of unsuitability. 

In The Times of February 9th, 1825, there appeared a letter 
addressed to Henry Brougham and written by the poet 
Thomas Campbell. The author pleaded for the establishment 
of a “great London University” designed primarily to 
provide education for the “middling rich,” “the small, 
comfortable, able, trading fortunes.” Campbell had already 
visited Bonn and Berlin, and he doubtless had the non- 
residential German university in min d; he had also dis- 
cussed the matter with the philosopher David Hume, who 
had been educated in one of the Scottish universities, 
which were mn on similar lines. As a result of this letter, a 
meeting, presided over by the Lord Mayor, was held at the 
London Tavern. A prospectus was issued and an appeal 
launched. The outcome of this was the opening of a college 
in Gower Street in 1828. It was a proprietary institution, 
run by shareholders as a joint-stock company. Among the 
Whigs and Radicals who sponsored the new college were 
the utilitarian philosophers Jeremy Bentham^ and James Mill, 


^ Bentham’s skeleton is still kept in a case in the library at University College 
Gower Street. It was removed to a place of safety during the war. 
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the statesman Brougham, the educationist Birkbeck, the 
philosopher Hume, and the historian George Grote. 
The ‘University of London’ was to be an undenomina- 
tional teaching institution; there were no tests and theology 
was to be kept out of the curriculum. Arnold referred to it 
as “that godless institution in Gower Street.”^ The tendency 
of the embryo ‘university’ was towards modern studies and 
science. Its curriculum embraced languages, mathematics, 
physics, mental and moral science, law, history, political 
economy. Medicine was also an important subject from the 
beginning, and a hospital, attached to the college, was 
opened in 1834. The annual fees in the ‘university’ were 
low — to a year, a mere fraction of the cost of 
a course at Oxford or Cambridge. The founding of London 
University was an educational event of the first importance, 
though there were not many at the time who realised it. 
There were frequent jibes at Brougham and his ‘Cockney 
College,’ and it was nicknamed ‘Stinkomalee’ by Theodore 
Hook, because it was built on the site of a rubbish dump; 
but by 1830 it had already over five hundred students, 
the majority of whom were reading medicine. 

The success of the institution was due partly to the fact 
that it was non-residential and therefore cheap, and partly 
to its provision of subjects which were not taught, or in- 
efficiently taught, at Oxford and Cambridge, but for which 
there was a real and growing demand. But its complete 
secularisation was a stumbling-block not only to members 
of the Church of England like Arnold, but to all who 
regarded religion as an essential constituent — or indeed, 
the basis — of education at all stages. It was therefore felt 
that a counterblast must be made, and this time the moving 
spirit was Dr. D’Oyly, a distinguished Cambridge man, 
and at the time Rector of Lambeth. A meeting was held on 

’See also supra, p. 93. 
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June zist, 1828. The Prime Minister, the Duke of Wellington, 
was in the chair, and the Archbishops of Canterbury and 
York were among the galaxy of prelates on the platform. 
The following resolution was passed: “That it is the 
opinion of this meeting that a college for general education 
be founded in the metropolis, in which, while the various 
branches of literature and science are made the subjects of 
instruction, it shall be an essential part of the system to 
imbue the minds of youth with a knowledge of the doc- 
trines and duties of Christianity as inculcated by the United 
Church of England and Ireland.”^ Subscriptions flowed in, 
and a long and narrow site end-on to the Strand, next to 
Somerset House, was secured. Here a building was erected, 
and in 1831 King’s College, London, armed with a royal 
charter and with the Archbishop of Canterbury as Visitor,’ 
was opened. It included a higher department in which 
were taught “religion and morals, classical literature, 
mathematics, natural and experimental philosophy, chemis- 
try, parts of natuxal history, logic, English literature and 
composition, the principles of commerce and general 
history. To these will be added instruction in modern 
foreign languages, and in subjects connected with particular 
professions, as medicine and surgery, jurisprudence, etc. ”3 
There was also a lower department which consisted of “a 
school for the reception of day scholars,” which, though 
totally distinct from the higher department, afforded an 
education preparatory to it.® The institution had a rather 
slow start. In the session 1831-2 there were 114 full-time 

^ See Hearnshaw, CenUnary History of King* s College^ Ijondon^ p. 41. 

a Op, cit.y p. 79. 

a The ‘London University* in Gower Street had also started a junior school. This 
afterwards became known as ‘University College School,* and it occupied the south 
wing of the College until it was moved out in 1007 to new buildings at Hampstead. 
Heamshaw {op, cit,^ p, 80) says that these two schools were models “of a new type of 
secondary school destined to rise to great importance during the nineteenth century 
— a type intermediate between the great residential public schools and the old local 
grammar schools.** 
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students, and 162 boys in the school. By 1836-7 these 
numbers had risen to 185 and 380 respectively. But there 
followed a period of expansion, and by 1843-4 there were 
293 full-time students and 465 boys. 

Meanwhile the so-called ‘University of London’ was a 
university in name only, for it had not yet — like King’s 
College — ^been incorporated, and neither of them had power 
to grant degrees. A petition was preferred in 1830, and the 
grant of incorporation was made in the following year; but 
there was a good deal of opposition to the proposal that 
this institution should be allowed to grant degrees — es- 
pecially on the part of Oxford and Cambridge. The question 
was raised both in the House of Commons and the House of 
Lords. There were petitions and counter-petitions to the 
Privy Council. At last, in 1836, a compromise was reached. 
The original Gower Street college was renamed University 
College, London — a title which it still retains. A new body, 
the University of London, was chartered with powers to 
grant degrees in arts, laws, and medicine; and students who 
had taken courses at either University College or King’s 
College could be admitted as candidates. Provision was 
made for other institutions to be allowed subsequently to 
submit candidates if they were of sufficient status. The 
Senate of the newly formed University included Henry 
Brougham, Michael Faraday, and Thomas Arnold. The last- 
named, as we have seen, resigned in 1838, because he could 
not induce the University to impose an examination in 
Scripture, on Christian but not sectarian lines, for all its 
candidates for degrees — an equivalent, apparently, of what 
in Oxford used to be called the First Public Examination in 
Holy Scripture. It was owing to the example of London that 
the education of the modem non-residential universities 
and Txniversity colleges in this country, founded during the 
nineteenth century, have been given their distinctive neutral, 
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non-sectarian character. It had been intended originally to 
make London a teaching University; but in the event the 
actual teaching was done by the colleges — ^University 
College and King’s College in particular. The Senate had 
no power to inspect affiliated colleges or to enquire into 
methods of teaching. Its only means of control was through 
its degree examinations. As time went on, other institutions 
were affiliated to the University. Many were scattered all over 
the country, and some of them were little more than 
secondary schools, so that affiliation ceased to have any 
real significance. Finally, by a charter of 185 8, the Senate was 
empowered to dispense with ‘certificates of studentship’ — 
i.e. certificates showing that candidates for degrees had 
attended a course of study at an affiliated college; the only 
exception was in the case of medical students. Thus, with 
this exception, the University became an ex amining body 
pure and simple, admitting all comers to its examinations 
without any enquiry as to their training or preparation. The 
system of ‘external degrees’ was in full swing. 



Chapter X 

THE BEGINNINGS OF TECHNICAL AND 
SCIENTIFIC EDUCATION 

Bifkbcck and the Mechanics’ Institutes. Scientific Progress and the Royal 
Institution. Whewcll. 

Higher education during the eighteenth century had 
been associated almost entirely with the Universities. They 
were to a large extent the preserves of a certain class of 
society, and those who passed through them tended to 
enter one of a small number of callings — chiefly the Church 
(and with it teaching in the grammar and public schools), 
the law, public life, the life of a country gentleman. But the 
social developments of the latter part of the century had 
created new demands and stimulated new attitudes towards 
the fulfilling of them. The Industrial Revolution and the 
invention of steam machinery fostered an interest in 
mechanical subjects: mathematics, science, drawing, and 
engineering took on a new importance. At the same time 
the doctrines of the French Revolution were bound sooner 
or later to lead to a demand by the working classes for 
wider educational opportunities. There were endless new 
posts to be filled in industry, and only those who had some 
technical knowledge were qualified to fill them. Thus even 
the people who did not approve of social and political 
equality — e.g. the opponents of the movement which led 
to the Reform Bill of 1832 — did not necessarily object to 
giving the workers some specialised technical education 
which would make them more effective in industry. To 
admit them to this would not imply any kind of com- 
petition with the Universities, or with secondary schools, 
because neither of them were in the least interested in tech- 
nical subjects. It was realised that, even if workmen were 
given instruction beyond the modicum afforded by the 
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elementary schools of the day, it would but serve to improve 
their labour and their productiveness in industry; and tlhS 
would be of benefit to the employer. They would not be 
educated “above their class,” because their education 
would not be of the kind to enable them to chmb out of 
that state of life into which it had pleased God to call them, 
but would merely enable them to do their duty in that state 
of life more efficiently. 

It was in this way that higher education for the working 
classes, and with it technical education, were born in this 
country. It was at an epoch when a great advance was 
being made in many branches of natural science, and when 
the results of this advance were being applied in industry. 
It was therefore to be expected that the higher instruction 
given to workers should be mainly concerned at first with 
science. As early as 1760 a professor at Glasgow, named 
Anderson, had begun to hold evening classes in science, 
which working men were encouraged to attend. In his will 
he left an endowment for a chair of natural philosophy at 
the University. Its first occupant was George Birkbeck 
(1776-1841), who held a degree in medicine. When he 
started his lectures in 1799 he found it necessary to have a 
good deal of apparatus, and while this was being made 
under his instructions he became acquainted with a number 
of Glasgow artisans. He found them so intelligent and so 
eager to learn that he resolved to start a course of lectures 
and experiments in mechanics “solely for persons engaged 
in the practical exercise of the mechanical arts, men whose 
situation in early life has precluded the possibility of 
acquiring even the smallest portion of scientific know- 
ledge.” The lectures proved a great success. After Birkbeck 
removed to London in 1804, the lectures were continued 
by the next occupant of the chair; and finally, in 1823, the 
members of the class organised it into a ‘Mechanics’ Insti- 
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tute.’ Its purpose was defined as “instructing artisans in 
the scientific principles of arts and manufactures.”^ 

The movement soon spread. Birkbeck, who was now a 
practising physician in London, took the lead in the establish- 
ment of a similar institute there (1823). He lent a large sum 
for building a lecture-room, aird was elected first president 
of the institute. The movement was also fostered by a 
periodical called The Mechanic’s Ma^at^ine. In 1824 alone 
16,000 copies of it were sold. Another supporter was 
Brougham. Although his Parish Sclaools Bill had recently 
been withdrawn (1820), he had not yet lost his enthusiasm 
for popular education. It was shown in a pamphlet called 
Practical Observations on the "Education of the People (1825).* 
It went through twenty editions in a year — a striking 
evidence of the interest in popular education taken by 
liberal opiruon in the 1820’s. His opponents talked about 
the 'education-mad party,’ of which he was the leader, and 
of the 'steam-intellect society’ which he was supposed to 
advocate. In his pamphlet Brougham says : “I begin by 
assuming that there is no class in the community so entirely 
occupied withlabour as not to have an hour or two every other 
day at least to bestow upon the pleasure and improvement 
to be derived from reading — or so poor as not to have the 
means of contributing something towards purchasing this 
justification, the enjoyment of which, beside the present 
amusement, is the surest way to raise our character and 
better our condition.” This sounds as if Brougham were 
advocating popular education, and not merely technical 
instruction for artisans. But the majority of his Whig 
followers were not really interested in the education of the 
lowest classes; they were too much obsessed with the 
virtues of individualism and the rather cold and theoretical 

\ ^Delisle Bums, A Short History of Birkbeck College, chap. i. 

2 See supra, pp. 79-80. 
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utilitarianism of the times. In any case. Brougham’s assump- 
tion was scarcely justifiable; most factory workers and agri- 
cultural labourers and miners had neither leisure nor 
surplus wages to devote even for “an hour or two every 
other day” to the “pleasure and enjoyment to be derivedfrom 
reading.” The new artisans — ^the engineers and mechanics — 
were the one class among the workers who were lik ely to 
gain more than they lost by the Industrial Revolution, and 
to whom knowledge (i.e. scientific knowledge) would be 
of daily use. Many of these men worked their way up and 
eventually came to the forefront in mechanical invention. 
George Stephenson, son of a colliery fireman, was one of 
them. 

Mechanics’ institutes soon sprang up in many parts of 
the country. They were supported by subscriptions from 
the members and by donations from sympathisers. By 1850 
there were 610 institutions, with 102,000 members.^ They 
were naturally most popular and numerous in the manu- 
facturing districts, such as London, Lancashire, and York- 
shire; but there were a few successful institutes also in such 
rural centres as Lewes, Basingstoke, Chichester, and Lincoln. 
Each institute usually included a library, reading-room, and 
museum of models and apparatus. Lectures were provided 
on mathematics and its applications, and on natural and 
experimental science and drawing. Sometimes literary sub- 
jects, such as English and foreign languages, were included. 
Travelling lecturers and circulating boxes of books helped 
to keep the smaller institutes in touch with one another. 

The mechanics’ institutes played an important part in 
English education, and yet they were only partially success- 
ful. By 1850 two changes had become noticeable. Their 
membership consisted more of clerks and apprentices and 
middle-class people than of working men, for whose 

^ See tables in Hudson, History of Adult Education (1850), pp. 222-36. 
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benefit they had been founded;^ and, as a corollary of this, 
their syllabuses had tended to change. There was less purely 
technical instruction and more recreational activities and 
popular lectures. Discussions, debates, and even social 
functions, such as dances, tended to take the place of ad hoe 
courses designed to help artisans. There were several 
reasons for this change. The artisans and worldng classes 
had not yet received an elementary education, which would 
form an adequate foundation on which to build a super- 
structure of technical education. Reference has already been 
made to the meagre limits of education provided by the 
monitorial schools and other elementary schools. It must 
also be remembered that some of the children of the poor 
hardly went to school at all and that the average length of 
school life was in any case only one and a half or two 
years. Moreover — as Adamson points out — a great ob- 
stacle to the spread of knowledge at this period was the 
high cost of newspapers, owing to the Government duty ; 
from 1819 to 1836 there was a stamp-duty of ^d. a copy. 
In a Poor Law Commissioners’ Report of 1834 there occurs 
this passage : “The dearness of newspapers in this country is 
an insurmountable obstacle to the education of the poor. I 
could name twenty villages within a circuit of a few miles 
in which a newspaper is never seen from one year’s end to 
another.”* Again, the fees for membership and classes in 
mechanics’ institutes tended to be too high for those for 
whom they were originally designed. At the London 
Mechanics’ Institute in 1823 the annual subscription was 
fixed at £1, and this seems to have been a fairly usual charge. 
In 1 826 1,477 workmen paid this fee at the London Institute; 
but it would be a rather high fee for people of that type 

^ Cf. “The Institution (Birkbcck) has for some years been little more than an 
association of shop-keepers and their apprentices, Jaw copyists and attomey^s 
clerks/* Hudson, History of Adult Education, p. 52. See also Preface, p. vii. 

“ Quoted by Adamson. English Education, 1789-1902, pp. 41-2. 
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even today, and it must have been much more onerous in 
the Corn Law days, after the Napoleonic Wars, when wages 
generally were low. Thus the mechanics’ institutes tended 
to decline in importance and to change in character. They 
were the forerunners of the atheneums, mutual improvement 
societies, clubs, and reading-rooms which were popular in 
mid-Victorian days. But some of them retained much of 
their original character and were stimulated into new life 
by the development of technical education during the 
second half of the nineteenth century. For example, the 
London Mechanics’ Institution was the forerunner of the 
present Birkbeck College, which caters for evening students 
but is a constituent part of the University of London. In 
the broadest sense, the mechanics’ institutes have laid the 
foundation for the development of our modern technical 
schools and colleges. 

It has already been pointed out that the latter years of 
the eighteenth and early part of the nineteenth centuries 
were a time of great progress in science. Chemistry, for 
example, had been a subject of particular interest to the 
philosophical scientists of eighteenth-century France; 
Lavoisier’s work was done mainly between 1770 and 1794. 
Interest in this subject had spread rapidly since Priestley’s 
discovery of oxygen in 1774. The tradition was carried on 
in the next two generations by Sir Humphry Davy and 
Michael Faraday. Tothemalso — and especiallyto Faraday — 
are due the researches into magnetism and induction which 
laid the basis for subsequent improvements in the appli- 
cation of electricity. The scientists of those times were to a 
much less degree specialists than they are today. Geology 
was another subject which, as a science, dates mainly from 
tills period. William Buckland (1784-1856), who became 
the first professor of geology at Oxford in 1819, did not 
succeed in allaying the alarm of heresy-hunters by his 
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attempts to reconcile his researches on fossils with the 
cosmogony of Genesis. Even more important was the work 
of his pupil. Sir Charles Lyell (1797-1875), who was 
professor of geology at King’s College, London, from 
1831 to 1833, and who published about the same time a 
Principles of Geology, which remained a standard work on 
the subject throughout the nineteenth century. 

Scientific discoveries, however, and the application of 
them to industry did not necessarily mean that they were, 
or could be, included in the school curriculum. The very 
range and diversity of the new subjects provided one of the 
chief obstacles. If a selection was to be made, what prin- 
ciples were to govern it? We are facing a similar problem 
today; biology has been admitted into many schools, but 
now geology and astronomy are claiming a place in an 
already overloaded curriculum. Again, the teaching even of 
elementary science requires some modicum of apparatus, 
and this was not always easy to obtain or construct. Thus 
those who most ardently advocated the teaching of science 
in schools were not always agreed either as to what the 
term science should include, or how the subject should be 
taught. Even as late as 1862 a Royal Commission, which 
was visiting the public schools, found that Rugby alone was 
malting any serious attempt to teach natural science. Even 
there it had only just started; a few months previously it 
had set up a science laboratory and put it in the charge 
of a young and enthusiastic master, J. M. Wilson, who had 
recently come down from Cambridge, where he had been 
senior wrangler. But more than thirty years before this 
something had been done to popularise scientific instruc- 
tion among the people. In 1800 the Royal Institation had 
been founded “for difiusing the knowledge and facilitating 
the general introduction of useful mechanical inventions and 
improvements ; and for teaching by courses of philosophical 
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lectures and experiments the application of science to the 
common purposes of life.” This aim hnlcs up on the one 
side with the contemporary development of scientific re- 
search and with the mechanics’ institute movement on the 
other. Sir Humphry Davy had been professor of chemistry 
at the Royal Institution, and he was succeeded by Michael 
Faraday. In addition to his research work and his lectures to 
adults, Faraday started in 1827 courses of Christmas lectures 
for juveniles, and he continued these until 1862. Their 
scope can be gathered from the collections of lectures 
which have been published under the titles The Chemical 
History of a Candle and On the Various Forces of Matter. Thus 
the Royal Institution did much to promote an interest in 
science, especially among such young people as would be 
attending the type of school where Classics was the staple of 
the curriculum, and where there was little or no instruction 
in any kind of science. 

As to the Universities, as has been said, the classical and 
abstract mathematical tradition was very strong in them. 
There were doubtless criticisms that their courses were not 
sufficiently ‘practical’; but the university attitude, when it 
was explicitly thought out, was that they should teach people 
to think, and that the practical applications of mathematics 
and science were in no way part of their business. This view 
is taken by Whewell (1794-1866), one of the greatest 
mathematicians of the niaeteenth century, Cambridge pro- 
fessor of mineralogy and a writer on astronomical subjects. 
He is prepared to admit science to the university course and 
encourage students to do research work, if they have the 
ability and necessary preliminary training; but he says: 
“habits of thought must be formed among other subjects”^ — 
i.e. there must be a basic course in subjects which give a 
logical discipline to the mind. Among these he would in- 

1 Whewell, On the Principles of English University Education, p. 42. 
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dude the Classics. “Greek and Latin ” he says, “are 
peculiar and indispensable elements of a liberal education.”^ 
But Classics alone is not enough; it must be combined 
in university teaching with mathematical subjects because 
“we are, in that study, concerned with long trains of 
reasoning in which each link hangs from all the preceding.”^ 
So in his Oj aLihralEdmtion in General^ published in 1845, 
he makes various recommendations: school mathematics 
should be taught by practical methods; applied mathematics 
(mechanics and hydrostatics) should form part of the 
ordinary university course; the history of sdence should be 
studied so that the student may learn the difficulties which 
sdentific investigators have encountered in their researches 
and how they have overcome them; there should be 
optional courses for more advanced students in order to 
stimulate them to research, and a post-graduate tripos in 
sdence should be introduced for the benefit of such 
students. The last of these recommendations was put into 
effect by the institution, in 1848, of the Cambridge Natural 
Sdence Tripos, which at first was open only to those who 
had already graduated. The Oxford Honours School of 
Natural Science dates from 1853, and was a degree course. 
At the University of London, largely owing to the efforts of 
Michael Faraday, a Faculty of Sdence ame into being in 
i860. The degrees of B.Sc. and D.Sc. were created. This 
was the first time that they had been used. 

^ Op, dLf p, 34. * Op, dtt p. 13, 
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EDUCATION IN THE MIDDLE PERIOD OF THE 
NINETEENTH CENTURY 



CHAPTER XI 


TENTATIVE STATE ACTION IN ELEMENTARY 
EDUCATION 


The Committee of Council fox Education. Kay-Shuttlewoxth and the Training of 
Teachers. The ‘Education Vote/ 

It was in 1853 that the Government had made its first 
educational grant, for in that year it had voted a sum of 
^20,000, which was paid over to the National Society and 
the British and Foreign School Society in order to supply 
half the cost of building new school houses. The other half 
was to be supplied by voluntary contributions. Mr. J. E. G. 
de Montmorency, a lawyer who wrote State Intervention in 
English Education, calls it “an important and historic pre- 
cedent,” for henceforth the grant became an annual one, 
increasing in amount as time went on. In 1833 an investi- 
gation had been started into the elementary educational 
facilities which were available in the country. The results 
of this emphasised both the lack of schooling, especially in 
the large towns, and the poor condition of many of the 
schools which did exist. It appeared that out of every ten 
children of school age, four went to no school at all, three 
to Sunday schools only, two to inefficient dame schools or 
private day schools, and only one received a satisfactory 
education. The report led to a renewed demand by the 
‘education-mad’ party for a State system of education, with 
a central controlling authority which would have powers to 
found schools, make Government grants, and superintend 
the distribution of other funds drawn from local taxation. 
In 1836 a Central Society of Education was formed to 
advocate these proposals. It was also suggested that a State 
training college for teachers should be set up, with model 
schools, in which the religious instruction would be 
divided into ‘general’ (.i.e, undenominational), given by the 
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teachers, and ‘special’ (i.e. denominational), given by 
ministers of the different religious bodies, who were to have 
‘right of entry.’ There were several Bills on these lines in the 
thirties, but they all struck on the same rock — ^the religious 
difficulty. The problem was to satisfy several interests 
which seemed to be irreconcilable. In the first place, the 
Church of England claimed the traditional light to dominate 
public education, and a fresh stimulus was being applied by 
the Oxford Movement, which was arousing in the Church a 
new sense of its dignity and a new faith ia its mission. 
Against this the dissenters not unnaturally claimed the right 
to educate their own children; while there was a growing 
liberal opinion which believed that there should be no 
religious education in State schools. 

In the face of these difficulties the Crown in 1839 set up 
a Committee of the Privy Council “for the consideration of 
all matters affecting the education of the people,” and “to 
superintend the application of any sums voted by Parlia- 
ment for the purpose of promoting public education.” Thus 
a central administrative authority for national education — 
the forerunner of the present Ministry — ^was established, 
not by Act of Parliament, but by Royal Prerogative. A vote 
of protest was lost by only five votes (280 to 275), and the 
education grant for 1839 (^30,000 for Great Britain) was 
passed by only two votes. The first secretary of this Com- 
mittee was Dr. Kay (1804-77), who later became Sic James 
Kay-Shuttleworth and one of the most important figures 
in English educational history. He hadgraduated in medidne 
at the age of twenty-three, and had worked in the slum areas 
of Manchester. There he studied the conditions under which 
the workers had to live — ^the disease, dirt, and discomfort 
which were the inevitable lot of the victims of the Industrial 
Revolution. By his writings he had drawn public attention 
to these evils, and in 1835 he was appointed an assistant 
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Poor Law Commissioner. He had for long regarded edu- 
cation as the key to reform, and had advocated schools, 
libraries, mechanics’ institutes, and instruction in science and 
domestic economy, as means of helping the workers to help 
themselves. His work as a poor-law official convinced him 
more strongly than ever that the education of the poor was 
a national responsibility. He made a study of schools, both 
in the homeland and in some European countries where the 
problem of educating the children of the poor had been 
receiving special attention. He was particularly impressed 
with David Stow’s school in Glasgow, and with the work 
of Wehrli, who was one of Fellenberg’s assistants at Hofwyl 
and had there been successfully training teachers to work in 
schools for the very poor. Kay succeeded in putting into 
effect the methods and principles which he advocated. At 
Norwood there was a poor-law school to which some of 
the London unions had farmed out their workhouse 
children. It was really a school of industry run on moni- 
torial lines, but so far as it went it was not unsatisfactory. 
Kay in 1838 secured a grant of ^500 per annum from the 
Home Office. He used this at Norwood to pay teachers 
imported from Stow’s Normal Seminary at Glasgow, and 
to build workshops and provide apparatus. A system of 
pupil-teaching was introduced. Half the time was spent in 
handicrafts, and the girls were taught domestic work. The 
institution was obviously modelled very largely on Fellen- 
berg’s ‘Poor School’ at Hofwyl. It was rapidly successful 
and attracted many visitors. 

It is easy now to see why, in 1839, Kay was selected to be 
the secretary of the newly formed Committee of Council for 
Education. The scheme for setting up a State training 
college for teachers^ had had to be abandoned; but a sum 
of £10,000, which] hadj^been voted for the purpose, was 

^ Sts^jupra^ p. 114, 



HISTORY OF ENGLISH EDUCATION 


117 


divided between the National Society and the British and 
Foreign School Society. The Comroittee also made Govern- 
ment inspection a condition of all educational grants, and 
extended theapplicationof grants to some schools not run by 
these two societies, provided that daily Scripture reading was 
included as part of their curriculum. In order to circumvent 
the ‘religious difficulty’ a concordat was arrived at in 1840; 
two inspectors for the Church of England schools were 
appointed by the Archbishops, who were to issue instruc- 
tions on religious teaching and receive copies of their 
inspector’s reports on this; but the Committee of Council 
retained control of these inspectors as regards secular 
subjects. In general, the inspector’s duty was considered to 
be the collection of accurate information and to give advice 
and encouragement, if asked to do so, rather than to inter- 
fere; he was “to abstain from any interference with the 
instruction, management or discipline of the school.”^ This 
is a conception of the inspector’s functions which unfor- 
tunately did not last. 

Kay had a high conception of the part which the school 
should play in the life of the community. It was to be the 
focus of the activities of the area which it served — ^like the 
Cambridgeshire village college of the present day. A 
minute of the Committee (1840) says: “The parochial or 
village library can nowhere be so conveniendy and usefully 
kept as at the school house under the charge of the school- 
master; and the buildings afford abundant facilities for this 
purpose. The office of Secretary to the Benefit Society of 
the parish or village would in no respect injuriously inter- 
fere with the schoolmaster’s duties; as the meetings of the 
society would probably be held in the evening. The school- 
room is, in aU respects, conveniently arranged for such 
meetings, and would be a place of assemblage for the work- 

^ See Frank Smith, A History of Bnglisb Elmentary Education^ p, 183, 
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ing classes, preferable to the tavern, where these meetings 
are too commonly held.”^ 

Kay’s experience at Norwood had made it obvious to 
him that no substantial progress could be eifected in 
popular education without properly qualified teachers. The 
weakness of the monitorial system was becoming manifest 
and some attempt to train an adequate number of teachers 
was imperative if a national system of any kind was to be set 
up. Since the project for a State training college had been 
wrecked, owing to disagreements as to the religious instruc- 
tion to be given in its model schools, Kay and a friend of 
his, E. C. Tufnell, decided to establish a training college at 
their own risk. The Battersea Normal School, opened in 
1840, owed much to Wehrli’s training college. “The task 
proposed was, to reconcile a simplicity of life not remote 
from the habits of the humble classes, with such proficiency 
in intellectual attainments, such a knowledge of method, 
and such skill in the art of teaching, as would enable the 
pupils selected to become efficient masters of elementary 
schools.”® By January 1841 there were thirty-three students, 
of whom twenty-four were young pupils under a scheme of 
apprenticeship, while the others were mote mature candi- 
dates taking a course which lasted a year or more. The Vicar 
of Battersea offered his parish schools for the practical 
training of the students and superintended their religious 
instruction. There were many practical activities; the 
syllabus included gymnastics and excursions, and the 
students did their own house-work and tended their garden. 
Kay himself gave lectures on the theory and practice of 
education, and everything was done to discourage the rule- 
of-thumb, monitorial methods, which were inculcated in 
the British and Foreign School Society’s training college at 

1 Minutes, Febtuaty aoth, 1840, p. 48; quoted by Ftank Smith, TJifd Life of Sir 
James Kay-Shutileworth, p. p8. 

* See Flank Smith, A History of ‘English Elementary Education, p. 180. 
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Botough Road. A spirit of esperiment and free enquiry was 
encouraged. In 1842 theGovemment madea grant of £1,000 
towards the expenses which had already been incurred in 
founding and running the College, and the Prince Consort 
became its patron. 

Battersea soon became a pattern for other training 
colleges. The National Society in 1841 founded St. Mark’s, 
Chelsea; and it also opened a women’s college at White- 
lands in the same neighbourhood. By 1845 there were no 
less than twenty-two church training colleges in England 
and Wales. For nearly fifty years to come the training of 
elementary-school teachers was carried out entirely in 
residential colleges, run by voluntary societies, on the lines 
laid down by Kay at Battersea, and subsidised by the 
State. His college remained a private venture for four 
years, but it was then taken over by the National Society, 
on the condition that it should be carried on as nearly as 
possible along its original lines. The rapid development of 
training colleges in the forties shows an increasing realisa- 
tion at this period of the limitations of the monitorial 
system, and of the truth that educational efficiency in the 
last resort depends on competent teachers. 

The apphcation of public funds to popular education, 
which had begun in 185 3,tended to exacerbate the ‘rehgious 
difficulty’ which was implicit from the days when the Bell 
and Lancaster monitorid schools were founded and Mrs. 
Sarah Trimmer raised the issue between them.^ There were 
still those who thought that national education was the 
exclusive concern of the national church. Archdeacon 
Denison, for example, was a truculent exponent of this 
form of religious totaUtarianism. He pointed out that the 
National Society had been founded to educate “the children 
of the poor, without anj exception, in the doctrine and dis- 

^ See su^roy p. 66. 
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cipline of the EstabKshed Church.” Those who took a more 
liberal view advocated either a ‘comprehensive’ system in 
which schools would be connected with some religious 
body, and would teach a distinctive creed, but in which 
rights of conscience were respected; or else a ‘combined’ 
system in which secular instruction would be given by the 
teachers and any distinctive religious training which was 
provided would be in the hands of visiting ministers of the 
particular denominations. The ‘combined’ system is a 
solution which has never commended itself to the people of 
this country. 

However much politicians and ecclesiastics might wrangle 
on the ‘religious difficulty,’ it was obvious that something 
would have to be done. The condition of the working 
classes in the thirties was giving concern. Unemployment 
and dear food had helped to foster the Chartist agitation 
(183 8-9), which had collapsed amidrioting and insurrection. 
There were many who felt that the education — and es- 
pecially the religious education — of the poor might prove 
some sort of safeguard against tendencies to violence. In 
the early 1840’s an enquiry was made into the conditions 
under which children in factories and mines were being 
employed. The revelations which resulted were absolutely 
revolting. The Government were therefore moved to 
produce a Factory Bill (1845), whichjWas sponsored by the 
Home Secretary, Sir James Graham. Children between the 
ages of eight and thirteen, in textile mills and workhouses, 
were to have at least three hours’ instruction a day and were 
not to work for more than six and a half hours. Schools were 
to be maintained out of the poor rate and Government loans 
were to be available for the erection of schools. The school- 
master was to be a member of the Established Church and 
his appointment by the school trustees would be subject to 
the approval of the bishop; the trustees themselves were to 
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include thepaxish clergymanand the churchwardens. The re- 
ligious instruction was to be that of the Church of England, 
and the children were to attend the parish church on Sunday. 
Thus most of the control of the schools would be given to 
the Established Church; but the scheme was a ‘compre- 
hensive’ one, for a conscience clause made it possible for 
nonconformist parents to withdraw their children from 
catechism and attendance at church. Even so, dissenters 
were hardly likely to accept a scheme which put the 
management of the rate-aided education of the poor under 
the control of the Church of England. The Government 
offered concessions ; but a vigorous opposition went on all 
over the country and the Bill had to be withdrawn. Thus 
a State system of education was postponed for nearly thirty 
years. 

The result did, however, tend to stimulate voluntary effort. 
A new party arose, called the Voluntaryists and consisting 
mainly of Congregationalists. Their tenets were that all 
education must have a religious basis; that State inter- 
ference in education is unwarrantable; and that the spread 
of education must therefore depend on individual effort and 
self-help. Freedom and competition, it was said, are the best 
safeguards for improvement. This was, in fact, the doctrine 
of free trade as applied to education. The Voluntaryists 
raised funds and opened schools, of which there were 364 
by 1851 ; not one of them was receiving any kind of State 
or rate aid. But even among the nonconformists it began 
soon to be realised that voluntaryism was a mistake. “The 
voluntary principle is inapplicable in education, because it 
is precisely those who need education most that are least 
capable of demandiag it, desiring it, or even conceiving it.”^ 

We have already seen the noteworthy attempts which 

^ Quoted from Edward Baines in Bitchenough, His^ofy of "Elementary Educafm, 

p. 86. 
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Kay (ot Kay-Shuttlewoith, as he must now be called) had 
been making to foster the training of teachers, for he 
realised that this was vital to the whole cause of popular 
education. In 1 846 a scheme which he had drawn up was 
annormced by the Committee of Council on Education. 
The details are important. Stipends were to be offered to 
selected boys and girls indentured as pupil-teachers for a five- 
years’ apprenticeship, from the age of thirteen to eighteen. 
Grants were to be made to the teachers who trained them and 
the pupil-teachers were to be examined annually by Her 
Majesty’s Inspectors. Broadly speaking, the pupil-teachers 
received seven and a half hours’ instruction every week, 
before or after school hours, and they were occupied for 
five and a half hours every day in teaching or some kindred 
activity. At the end of the apprenticeship pupil-teachers 
could compete for Queen’s Scholarships, to be held at a 
training college; while unsuccessful candidates were to be 
given a preferential claim for minor appointments in the 
Civil Service. An annual grant was to be made to training 
colleges in respect of each ex-pupil-teacher student in 
training. College-trained teachers were to receive profi- 
ciency grants from the Government, in addition to a salary 
paid by the school managers ; grants were also to be avail- 
able in aid of gardens, workshops, and the like. Finally there 
was to be a pension scheme for teachers retiring after at 
least fifteen years’ service. 

This scheme was imitated ha part from a pupil-teacher 
system, which Kay-Shuttleworth had already seen at work 
in Holland, and he hoped by means of it to supersede the 
use of the juvenile monitors of the BeU and Lancaster 
schools — ‘monitorial humbug,’ as he called it. It seems 
probable none the less that he regarded the pupil-teacher 
system as merely a temporary and opportunist method of 
bridging the gap between the employment of monitors and 
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the introduction of an efficient scheme for training adult 
teachers. But it was a considerable step forward. In spite 
of extremist objections Kay-Shuttleworth’s proposals met 
with considerable support. In 1847 an education vote of 
3^100,000 was passed by a large majority, and from 1848 to 
1850 it was raised to £iz^,ooo?- Thus the period of tentative 
State aid to education was now ended, and henceforward 
the Government was committed to a definite policy in 
educational administration. In the debate on the education 
vote in 1 847 the position had been summed up by Macaulay, 
who was a warm supporter of State education. He bases 
his arguments on the familiar contention that it is the duty 
of every Government “to take order for giving security to 
the persons and property of the members of the community,” 
and that a system of popular education is the best means of 
securing this. It is therefore “the right and duty of the 
State to provide means of education for the common 
people.” He shows the fallacy of the current analogy be- 
tween free trade in economics and free trade in education; 
and he quotes statistics to prove that the criminal classes 
are the worst educated. This is a limited conception of the 
aims of popular education, but it was sufficient to justify 
a State system. In his peroration Macaulay appealed to 
“future generations, which, while enjoying aU the blessings 
of an impartial and efficient system of public instmction, will 
findit difficult to believe thatthe authors of that system should 
have had to struggle with a vehement and pertinacious 
opposition, and stiU more difficult to believe that such an 
opposition was offered in the name of civil and religious 
freedom.” ® 

^ The ‘Management Clauses’ of 1847 made it possible fot the GoYcmment to 
provide funds for schools on the direct application of any denomination, and not 
solely through the agency of the National and British Societies. This was of par- 
ticular value to Roman Catholics, because the Catholic Poor School Committee 
was recognised for ihis purpose. 

2 April 18th, 1847; Macaulay’s Speeches (Everyman edition), pp. 



Chapter XII 

STATE SUPERVISION IN ELEMENTARY 
EDUCATION 

Insufficiency of the Voluntary System. The Newcastle Commission. Robert Lowe 
and 'Payment by Results.’ 

By the middle forties it was generally recognised that the 
resources of voluntary effort were not of themselves suffi- 
cient to provide for the educational needs of the country. In 
1846 Dr. Hook, the Vicar of Leeds, had published a pam- 
phlet entided On the Means of Rendering more efficient the 
Education of the People. He advocated the ‘combined’ system. 
The State should take over complete responsibility for 
elementary schools so far as secular instruction was con- 
cerned, and these schools should be supported from the 
rates ; but on two afternoons a week ministers of the various 
denominations should have the ‘right of entry’ and give 
doctrinal instruction. Teachers were to hold certificates 
issued by the Government, and they were to be paid direct 
from this same source. The curriculum was to be broadened 
so as to include mathematics, drawing, geography, history, 
and music. The pamphlet aroused a great deal of con- 
troversy; but Kay-Shuttleworth realised that the ‘com- 
prehensive’ scheme (i.e. a denominational school with a 
conscience clause) was the only kind which the nation 
would accept, and subsequent history has proved that he 
was right. In 1850, however, the advocates of a ‘secular’ 
system founded the National Public Schools Association. 
Among its supporters it included men of various opinions 
who were united by their common impatience with the 
‘religious difficulty’ and their belief in the importance of 
education. In 1850 they introduced a Bill which was 
sponsored by W. J. Fox, and which in some respects fore- 
shadows the Education Act of 1 870. It proposed that com- 
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pulsory powers should be given to ratepayers to establish 
schools where there was a deficiency and to levy an edu- 
cation rate for the support of free and secular schools for 
children aged seven to thirteen. No provision was made for 
the existing denominational schools. The opposition of the 
denominationalists killed the BUI, for both the Church and 
the nonconformists were united in a common horror of 
secular education. Yet it was obvious that if a national 
system of popular education was to be secured, some means 
must be found to supplement State grants by local con- 
tributions. Several Bills with this aim were introduced. Sir 
John Russell’s Borough Bill in 1853 proposed that school 
committees should be set up in boroughs in order to assist 
schools which were already in receipt — or eligible for 
receipt — of grants from the Committee of Coundl. This 
scheme was dropped, but there were three more unsuccess- 
ful Education Bills in 1855. That of Sir John Pakington 
(No. 2) envisaged the permissive establishment of local 
boards with power to aid existing schools and to set up new 
schools, the denominational colour of which was to be de- 
termined by the type of religion most prevalent in the area 
to be served — ^though, of course, a conscience clause was 
provided. 

The inherent difficulty of the position with which all the 
abortive proposals were trying to cope was that volun- 
taryism of itself could not provide and finance a national 
system of education; rate-aid must therefore be invoked to 
supplement its resources from contributions and fees and 
to make up the not more than equivalent grant from the 
Committee of Council for Education. But rate-aid implies 
local control, and those who pay rates are of all shades of 
religious opinion. Not unnaturally, there were a large num- 
ber of people who hotly disputed the claim of the Church of 
England to be responsible for national education — a claim 
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based mainl y on history and tradition; yet, except among 
the extreme secularists, it was generally agreed that popular 
education must have a religious basis. The State’s con- 
tribution to education had been steadily growing since 
1833, and with it voluntary effort had also grown. But it was 
not clear that the voluntary system with Government aid 
was proving capable of meeting national needs and of being 
so developed as to meet future needs. There were many 
parties and much conflict, and the dissatisfaction was 
general; but recognition of the importance of the education 
question was shown by the creation of an Education 
Department by an Order in Council dated February a 5th, 
1 8 5 6. It took the place of the Privy Council’s Committee for 
Education. The Lord President of the Council was nominally 
its chairman; but, as he was a peer, a Vice-President was 
also appointed, who was a member of the Flouse of 
Commons and a member of the Government in power. He 
was thus responsible to the House for the expenditure of 
his Department and was in practice the head of it. 

To investigate the complicated problems of national 
education, a Royal Commission was appointed in 1858, 
under the chairmanship of the Duke of Newcastle. Its a im 
was “to inquire into the Present State of Popular Education 
in England, and to consider and report what measures, if 
any, are required for the Extension of sound and cheap 
Elementary Instruction to all Classes of the People.” In 
order to discover the “present state of popular education” 
ten assistant commissioners carried out an investigation in 
ten selected areas of differing types. It was found that a few 
monitorial schools still existed, but the pupil-teacher 
system was proving a success, though it was as yet in its 
initial stages. The policy of leaving popular education to 
the churches and the voluntary associations had in a way 
been justified, for it was estimated that 1 in 7*83 of the 



HISTORY OF ENGLISH EDUCATION 


127 


population was attending school.^ It had been i in 14 ot 16 
forty years before, and i in 21 at the beginning of the 
century. But the great weaknesses of the system were the 
early leaving age (due to the demand for child labour) and 
the short durationand great irregularity of school life. It was 
estimated that only 29 per cent, of the children in inspected 
schools were over the age of ten, and only 19 per cent, over 
eleven.® The moral tone of the schools was said to be im- 
proving, but the education given was in many cases most 
elementary and superficial; and there was a tendency for 
teachers to neglect the younger children and hand them 
over to the pupil-teachers. 

The Newcastle Commission reported in 1861 and made 
their recommendations for ‘'the extension of sound and 
cheap elementary instmction.” The adjectives are signifi- 
cant. Immense sums had been frittered away on the Crimean 
War, and the annually increasing education grant (it was 
5(^663,435 m 1858) was regarded with some alarm. As at 
other periods in our history, in the face of expenditure on 
war, national education was regarded as a suitable field for 
economies. At any rate, value for money should be secured. 
The Commission thought that the system of State grants 
inauguratedin 1833 had not succeeded in effecting a “general 
diffusion of sound elementary education amongst all classes 
of the poor.” They did not, however, advocate the with- 
drawal of the grants, but they wished rather to secure 
regular attendance, sounder teachiug, and a wider curri- 
culum for older pupils. The existing system was notwithout 
value, but it had serious defects. The central government 
was paying for benefits which were mainly local, and the 
most needy areas got the least help, because they could 
hot raise from voluntary sources the necessary half-cost 

^ See Newcastle Commission 'Rsport^ voL i, p. 87. 

^Op. cit., vol. i, p. 171. 
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of buildings and maintenance. Again, elementary subjects 
were badly taught, and the whole system was getting 
unwieldy and difficult to manage. The Commissioners 
therefore recommended a simplification. The State should 
pay capitation grants, with an additional grant for pupil- 
teachers, to schools which had a satisfactory report from 
Her Majesty’s inspector. These grants should be supple- 
mented by local grants from county and borough rates, 
based on the attainments of the pupils as assessed by 
examination by the inspector.^ Thus was introduced the 
system of ‘payment by results’ which hampered the develop- 
ment of English elementary education for many years to 
come. There was no suggestion of abolishing school fees; 
the amount received from both State and local contributions 
was not to exceed theamountraised byfees andsubscriptions. 
Nor was there any idea of introducing compulsory atten- 
dance, as had already been done in Prussia. “An attempt,” 
it was said, “to replace an independent system of education 
by a compulsory system, managed by the Government, 
would be met by objections, both religious and political, of 
far graver character in this country than any with which it 
has had to contend in Prussia.”^ To administer the local 
grant county or borough boards were to be elected, but 
they were to have no power in the management of the 
schools, nor were they to concern themselves with the 
religious teaching given there. Such, then, were the recom- 
mendations of the Newcastle Commission. As one would 
expect, they had been reached after much compromise, and 
they aroused a great deal of criticism. The Government 
therefore felt unable to risk embodying their proposals in 
an Education Bill. 

Kay-Shuttleworth had retired in 1849. He had laid the 

^ See Newcastle Commission Report, vol. i, pp, 544-5. 

» Op, at,, vol. i, p. 500. 
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foundations of English elementaty education; he had 
stimulated public interest and his pupil-teachets had put an 
end to the mechanical monitorial system. To him education 
meant an inculcation of habits, a training of skills, and a 
development of intelligence; the school was to be a centre of 
social life and culture. His views were very far in advance of 
those of most educational administrators of his day. But by 
the time of the Newcastle Commission national educational 
administration was in the hands of a very different person. 
Robert Lowe had been Vice-President of the Education 
Department since 1859. He was a Liberal free-trader and 
was prepared to apply to education his economic theories. 

The late fifties and early sixties are a period in which the 
belief in the value of examinations was greatly strengthened. 
It was increasingly felt that they afforded a reliable way 
of selecting merit and of avoiding nepotism. The Oxford 
and Cambridge locals date from 1858; the Science and Art 
examinations from 1861. Open competition was gradually 
introduced into the Civil Service from 1853 onwards. 
These facts have a bearing on Lowe’s conception of the 
administration of popular education. He thought that if 
minor Civil Service appointments (e.g. postmen) were 
thrown open to competition, poor people would be the 
more ready to keep their children at school at their own 
expense, m the hope of their securing a post of this kind by 
examination. In short, the scheme squared with free-trade 
theories of demand and supply. Lowe was therefore un- 
willing to accept the Newcastle Commission’s recommenda- 
tion that education grants should be paid from the rates; 
but he proposed to retain the denominational character of 
popular education and “the practice of giving grants from 
the central office in aid of local subscriptions.” One of the 
chief weaknesses of the system, as revealed by the investiga- 
tions of the Newcastle Commissioners, was low and 
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itregular school attendance. It had been estimated that in 
1858, of 2,213,694 children at school, 58'8i per cent, 
attended for less than one year.^ Lowe tried to remedy this 
state of affairs by basing the Education Department’s grants, 
not simply on the amount raised by local voluntary effort, 
but on the attendance of pupils under a certificated teacher, 
and subject to the results of an examination of each child in 
the ‘three R’s’ by an inspector. “Hitherto,” he said, “we 
have been living under a system of bounties and protection. 
Nowwe propose to have a little free trade.” So the teachers’ 
pension scheme, grants for apparatus, and pupil-teachers’ 
stipends were withdrawn, and grants to training colleges 
were cut down. These measures were embodied in the 
‘Revised Code’ of 1862 — a document issued by the Educa- 
tion Department, and having statutory force. In reply to 
criticisms Lowe said of the new system: “If it is not cheap, 
it shall be efficient; if it is not efficient, it shall be cheap.”** 
‘Payment by results’ lasted with modifications for nearly 
forty years; it was not finally disposed of until the Code of 
1897. Can anything be said in its favour? It did certainly 
effect economies. In 1861 the education grant was ,(^813,441 ; 
this fell to in 1865. The immediate effect of the 

Revised Code was also a rise in average attendance. In 1862 
this was 888,923; in 1866, 1,048,493. So long as Parliament 
acquiesced in child labour and refused to introduce com- 
pulsory schooling, the most that could be done was to give 
the child, who would probably leave school to go to work at 
about the age of twelve, or less, the minimum of elementary 
instruction. This was assessed under the Revised Code as 
ability to read a short passage from a newspaper, to take it 
down from dictation, and to do arithmetic up to bills of 
parcels. The scheme of work for the elementary school was 

^ See Keport, pp. 79 and 173, 

® Speech, Febraairy 13th, 1862, Hansard^ vol. 165, 229. 
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also graded and organised far more definitely than had been 
customary hitherto. The syllabus mentioned above was for 
the leaving year — ^the Sixth ‘Standard’; but each of the 
previous fiive standards had also a definite course of work 
leading up to it. The child entered Standard I at the age of 
about six ; at the end of the year he was examined and passed 
on to the next standard. If he were successful in his examina- 
tion, he could earn his grant, but he could not be presented 
more than once at the same grade. It was a rigid and 
mechanical method of promotion, but it did tend to stiffen 
up school organisation. 

On the other hand, the shortcomings of the Revised 
Code were clearly seen by such educationists as Kay- 
Shuttleworth and Matthew Arnold; and subsequent history 
shows the justice of their condemnation of it. The examina- 
tion system resulted — as it so often does — ^in over-pressure 
on the children, due to anxiety to produce ‘results.’ The 
teaching of the three ‘R’s’ may have improved because 
teachers were tempted to concentrate on these grant- 
earning subjects and neglect other work; but this en- 
couraged mechanical methods in teaching.’- The New Code 
also tended to demoralise the teachers. Their position in the 
eyes of school managers, and therefore their very livelihood, 
might depend on the amount of grant earned by their 
pupils. Hence there was a temptation to falsify registers and 
hoodwink inspectors by making children learn off their 
reading book by heart. One of the inspectors stated that he 
used to try to counteract this practice by requiring pupils 
to read their book backwards. It is easy to realise how this 
situation led to a feeling of hostility — or, at any rate, of 
distrust, between teachers and inspectors. That feeling out- 
lived the system of ‘payment by results,’ and it is hardly 

^ In the Ufe and Remains of R. H. Quick (pp. 12 8-5 7 passim) there are some 
interesting first-hand accounts of the teaching in elementary schools under the con- 
ditions imposed by ‘Payment by Results/ 
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dead in some quarters yet. The quality of the teachers also 
declined owing to the New Code. The withdrawal of the 
pupil-teachers’ grants caused a serious decrease in their 
numbers and efficiency, just at the time when the number of 
pupils was increasing. The result was a growth in the size of 
classes. There was less inducement and less opportunity for 
head teachers to train pupil-teachers, and thus the standard 
of admission to training colleges had to be lowered. This 
again reacted against the schools. “When the numbers in 
attendance reach a certain point and competent assistants are 
withheld, it is inevitable that one end or other of the school 
must be neglected and that the victimised portion will be that 
which is least likely to produce money for the examination 
grant.”!^ Kay-Shuttleworth had some justification for his 
statement that “the Revised Code has constructed notliing; 
it has only pulled down.” ^ 

^ See Kepori of Committee of Council on Education, for 1B66 -7, pp. ^94*"5. 

^ ^Memorandum on Popular Education , p. 30; quoted by Frank Smith, The Life of 
Sir James Kay-Shutikmrth^ p. 287. 



Chapter XIII 

THE EDUCATION ACT OF 1870 

The 1867 Reform Act: “We must educate our masters.” W, E. Forster. Board 
Schools and Voluntary Schools. 

Although attempts were made to tinker with the Revised 
Code, it soon became obvious that it would never succeed 
in providing an adequate system of popular education. But 
there was a growing realisation of the necessity for it. Even 
a convinced individualist like J. S. Mill said in 1859: “Is 
it not almost a self-evident maxim that the State should 
require and compel the education up to a certain standard of 
every human being who is bom its citizen?”^ Herbert 
Spencer and Thomas Huxley were also arousing public 
interest in education. Yet the actual state of the children in 
many parts of the country was still deplorable, owing to the 
demand for their labour. The non-contentious provisions 
of Graham’s Bill of 1843 had been passed as a Factory Act 
in the following year, and this compelled the parents of 
children who worked in textile mills to make them attend 
school on three full days, or six half-days, in each week. 
Further regulations of 1864 and 1867 extended these pro- 
visions to non-textile factories and workshops. But evasion 
was easy; and in agriculture the employment of children in 
gangs was still common. The childcen were sent away to 
work for farmers who were short-handed, and were put in 
the charge of an overseer. It was a system which obviously 
was liable to abuse. Secularists and Voluntaryists alike real- 
ised the seriousness of these evils. Societies of various kinds 
were formed in big towns, such as Manchester, Birmingham, 
andLiverpool, to tty to help deserving patents to pay school , 
fees and to encourage them to send their children to school 
regularly. 

1 On Liberty, chap, v, p, 157 (Routledge edit.). 
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In 1867 came the Reform Bill, which gave the vote to 
householders who paid rates. This enfranchised the 
artisans of the big industrial towns who had not been 
qualified as ‘ten-pound householders’ under the 183 2 Reform 
Act. A lodger franchise was also added in Committee. 
Mr. Lowe, who did not approve of the Bill, said, in an oft- 
quoted epigram, “We must educate our masters.” 

In the following year the Liberals came into power, 
under Mr. Gladstone, and the Education Department was 
put in the charge of W. E. Forster, a Quaker, a Radical, and 
a prosperous West Riding woollen manufacturer. Fie had 
married a daughter of Dr. Thomas Arnold, and, like his 
father-in-law, was deeply interested in education and in 
social questions. In the large towns of the North, such as 
Bradford, which Forster represented in Parliament, the 
population had outstripped the school provision; there was 
not only a lack of school places, but also an uneven distribu- 
tion of schools. It was impossible for Forster and the 
Government which he represented to ignore the great 
existing voluntary system, though there were many Liberals 
and nonconformists who would have liked to see the estab- 
lishment of a system of publicly controlled schools financed 
from State funds. But, as Gladstone himself said in the 
House: “It was with us an absolute necessity — a necessity 
of honour and a necessity of policy — ^to respect and to 
favour the educational establishments and machinery we 
found existing in the country. It was impossible for us to 
join in the language or adopt the tone which was con- 
scientiously and consistently taken by some members of the 
House who look upon these voluntary schools, having 
generally a denominational character, as admirable passing 
expedients, fit, indeed, to be tolerated for a time, deserving 
all credit on account of the motives which led to their 
foundation, but wholly unsatisfactory as to their main pur- 
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pose and therefore to be supplanted by something they 
think better. . . . That has never been the theory of the 
Government.”^ This attitude led to serious breaches inside 
the Liberal Party, but Gladstone and Forster stood their 
ground. In February 1870 Forster had introduced a Bill in 
which (in his own words), he proposed “to complete the 
present voluntary system, to fill up gaps, sparing the public 
money where it can be done without, procuring as much as 
we can the assistance of the parents, and welcoming as 
much as we rightly can the co-operation and aid of those 
benevolent men who desire to assist their neighbours.”® 
Thus the 1870 Act was essentially a compromise. It did not 
create a new national system of education, or a completely 
compulsory system, or a free system. It left room for volun- 
tary effort and school fees and private endowments. 

The Bill divided up the country into ‘school districts,’ 
which were the municipal boroughs or civil parishes. 
London was a separate ‘school district.’ The Education 
Department was given power to investigate the available 
school accommodation in each district and to determine 
how much further accommodation, if any, was necessary. 
If there was a deficiency, the denominations were allowed a 
period of grace, until the end of the year 1870, in which to 
supply it, and they could apply for a parliamentary grant in 
aid of building, enlarging, improving, or fitting up an 
elementary school; but they were to get no help for this 
purpose from the rates. If they did not, or could not, supply 
the deficiency — ‘fill up the gaps,’ as Forster had said — a 
new local authority, the school board, was to be set up. It 
was to be elected ad hoc by the ratepayers, and women were 
eligible for membership of it; it would hold office for three 
years. It woxold have powers to establish and maintain public 

1 Hansard, cciii, 746, July 22nd, 1870. 

* Of, cit., cxcix, 4^4, Febtuary 17th, 1870. 
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elementaty schools with rate aid, in addition to Govern- 
ment grant and school fees. The school board was also to be 
empowered to appoint an officer or officers to enforce the 
attendance of children between the ages of five and twelve, 
unless satisfactory arrangements for their education had al- 
ready been made. Schooling was not to be made free. Sec- 
tion 17 of the Act laid it down that : “Every child attending 
a school provided by any school board shall pay such weekly 
fee as may be prescribed by the School Board, with the con- 
sent of the EducationDepartment ; but the school boardmay, 
from time to time, for a renewable period not exceeding six 
months, remit the whole or any part of such fee in the case 
of any child when they are of opinion that the parent of such 
child is unable from poverty to pay the same." In any case, 
“the ordinary payments in respect of the instruction from 
each scholar” were not to exceed ninepence a week.^ School 
boards were left to decide whether their schools should 
give religious instruction, but if it was provided, “no 
religious catechism or religious formulary which is dis- 
tinctive of any particular denomination shall be taught.”^ 
This is the famous ‘Cowper-Temple Clause.’ Section 7 (i), 
moreover, stated that: “It shall not be required, as a con- 
dition of any child being admitted into or continuing in the 
school, that he shall attend or abstain from attending any 
Sunday school, or anyplace of religious worship, or that he 
shall attend any religious observance or instruction in 
religious subjects in the school or elsewhere, from which 
observance or instruction he may be withdrawn by his 
parent, or that he shall, if withdrawn by his parent, attend 
the school on any day set apart for religious observance by 
the religious body to which his parent belongs.” In order to 
facilitate withdrawal from religious instruction, when 
desired, it was provided that this should be given either at 

1 Education Act, 'iSjo, § i. > Op. eit., § 14 (»). 
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the beginning or at the end of a school session. Even in a 
State-aided voluntary school no child was to be compelled to 
attend religious instruction, and the ‘conscience clause’ was 
obligatory on all schools which received Government grant. 
In both board schools and voluntary schools alike religious 
instruction was no longer inspected or enforced as a con- 
dition of grant, and this was made wholly in respect of 
secular instruction. 

The school boards were abolished by the Education 
Act of 1902, but the dual system of education which was 
set up in 1870 still exists. The two types of school were 
clearly marked. The board schools were secular and non- 
denominational; they were provided by local authorities 
(i.e. the school boards), and they were maintained out of 
rates and Government grants. The voluntaryschools, on the 
other hand, were for the most part denominational. They 
had been built by endowments or subscriptions, and were 
maintained partiy from this source and partly by Govern- 
ment grants — ^but not by rates ; and they were controlled by 
‘managers,’ who were not elected, as were the members of 
the school boards. In both types of school it was still 
possible to charge fees. It should be noted that the school 
boards did not cover the whole country, but were set up 
only in places where voluntary effort was not sufficient to 
supply the local demand. 

As has been said, the Act, which came into force on 
August 8th, 1870, was a compromise, and for that reason 
it incurred bitter criticism and opposition from several 
quarters. But for all that, it was a notable achievement, for 
it did gradually ‘fill up the gaps’ and so secure a more 
adequate supply of schools. But for it, England would have 
fallen behind among the nations of Europe. The note- 
worthy advance which Prussia, for example, had made 
since the beginning of the century, and her recent sue- 
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1 Educaikn Act § i. ^ Op. cit., § 14 (2). 
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the beginning ot at the end of a school session. Even in a 
State-aided voluntary school no child was to be compelled to 
attend religious instruction, and the ‘conscience clause’ was 
obligatory on all schools which received Government grant. 
In both board schools and voluntary schools alike religious 
instruction was no longer inspected or enforced as a con- 
dition of grant, and this was made wholly in respect of 
secular instruction. 

The school boards were abolished by the Education 
Act of 1902, but the dual system of education which was 
set up in 1870 stUl exists. The two types of school were 
clearly marked. The board schools were secular and non- 
denominational; they were provided by local authorities 
(i.e. the school boards), and they were maintained out of 
rates and Government grants. The voluntaryschools, on the 
other hand, were for the most part denominational. They 
had been built by endowments ot subscriptions, and were 
maintained partly from this source and partly by Govern- 
ment grants — ^but not by rates; and they were controlled by 
‘managers,’ who were not elected, as were the members of 
the school boards. In both types of school it was still 
possible to charge fees. It should be noted that the school 
boards did not cover the whole country, but were set up 
only in places where voluntary effort was not sufficient to 
supply the local demand. 

As has been said, the Act, which came into force on 
August 8th, 1870, was a compromise, and for that reason 
it incurred bitter criticism and opposition from several 
quarters. But for all that, it was a notable achievement, for 
it did gradually ‘fill up the gaps’ and so secure a more 
adequate supply of schools. But for it, England would have 
fallen behind among the nations of Europe. The note- 
worthy advance which Prussia, for example, had made 
since the beginning of the century, and her recent sue- 
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cesses in the war against France, were attributed as much 
to her educational system as to her military organisation. 
Mr. G. M. Trevelyan makes the comment that “it was 
characteristic of the two nations that whereas the German 
people already enjoyed good schools, but not self-govern- 
ment, the rulers of England only felt compelled to ‘educate 
their masters’ when the working-men were in full possession 
of the franchise.”^ Finally, it should be recorded that one 
of the effects of the institution of school boards was to 
stimulate voluntary effort. During the ‘period of grace’ — a 
bare five months — 3,342 applications for building grants 
were made; of these 1,335 were subsequently withdrawn, 
but of the remainder over 1,600 were allowed. In the years 
immediately preceding 1870 the number of applications 
had averaged about 150. Between 1870 and 1876 a million 
and a half new school places were provided; but of these 
two-thirds were due to the churches and only one-third 
to the new school boards.^ 


^ British History in the Nineteenth Century, p, 353, 

“ The first ‘board schoor was opened at St. .Austell, Cornwall, in December 1872. 



Chapter XIV 

UNIVERSITY EDUCATION 

J. H. Newman and Mark Pattison. The Oxford and Cambridge Acts. 

Educational activity in the middle decades of the nine- 
teenth century was not confined to working out the problem 
of providing a national system of elementary schools. In 
university and secondary education there is also progress to 
show. University reform at this period owed much to John 
Henry Newman and Mark Pattison, though their methods 
of approach to it differed greatly. Newman (1801-90) had 
been a fellow of Oriel in the days of the ‘noetics.’^ He was 
later caught up in the Oxford Movement, and finally, after 
many spiritual wrestlings, which are recordedin his Apologia 
pro Vita Sua, he joined the Church of Rome in 1845. Nine 
years later he was sent to Dublin as rector of a Roman 
Catholic university which had just been established. This 
institution proved a failure, partly through lack of State 
recognition, and partly because Newman had little ability 
for organisation or administration. But his theories on uni- 
versity education are set out in The Idea of a University,w):A(ix 
has more than a contemporary interest. Apparently New- 
man has in mind the Platonic lS£a, and his search is for an 
academic Kepublic. To him aU knowledge is one; and as 
man’s most fundamental relationship is to God, so theology 
is the most 'architectonic’ of the sciences — ^tiie basis of all 
true education. It cannot be separated from the other forms 
of knowledge as a distinct subject. Mere intellectual edu- 
cation, therefore, is not necessarily good in itself. In a 
famous passage Newman says that if he had to choose 
between two university courses, one non-residential but 
intellectually exacting, and the other residential but intellec- 
tually disorganised, he would prefer the latter. Such a com- 

^ See Sifpra, p. 88. 

139 



140 


HISTORY OF ENGLISH EDUCATION 


munity “will constitute a whole, it will embody a specific 
idea, it will represent a doctrine, it will administer a code of 
conduct, and it will furnish principles of thought and action. 
It will give birth to a living teaching, which in course of time 
will take the shape of a self-perpetuating tradition or a 
genius loci, as it is sometimes called, which haunts the home 
where it has been born, and which imbues and forms, more 
or less, and one by one, every individual who is successively 
brought under its shadow.”^ The contrast between Oxford 
and the twenty-year-old University of London® is implicit 
in the whole passage, which does indeed sum up the true 
inwardness of university life. That the truth of Newman’s 
contention is increasingly being realised is shown by the 
attempts of our modern ‘provincial’ universities to provide 
residential facilities for more and more of their students. 
Yet Newman is no despiser of intellectual achievement. The 
arts and the sciences must play their part in a university 
education, but they must be regarded by a philosophic habit 
of mind which looks for relationships and co-ordinates 
knowledge. For knowledge is “something more than a sort 
of passive reception of scraps and details ; it is a something 
and it does a something, which never will issue from the 
most strenuous efforts of a set of teachers, with no mutual 
sympathies and no intercommunion, of a set of exairdners 
with no opinions which they date profess, and with no com- 
mon principles, who are teaching or questioniag a set of 
youths who do not know them, and do not know each 
other, on a large number of subjects, different in kind, and 
connected by no wide philosophy, three times a week, or 
three times a year, or once in three years, in chill lecture- 
rooms or on a pompous anniversary.”® And since it is the 
Church which supplies the underlying, unifying, ‘architec- 

^ The Idea of a Umersiiy, Discourse VI, § 9. 

® Op . Discourse VI, 1 8 . 

* Op, Discourse VI, § 9. 
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tonic’ science, it is the Church which is to devise and super- 
intend the organisation of the university. In short, the 
academic Republic for Newman is an idealised Catholic 
Oxford. 

Mark Pattison (1813-84) had been an undergraduate at 
Oriel, but in 1839 he became a Fellow of Lincoln and was 
ultimately Rector of this college until his death. In his early 
days he too was influenced by tiie Oxford Movement; but he 
afterwards reacted violently against it in the opposite direc- 
tion to that which Newman took. He was ill at ease in 
the Church of England and a bitter critic of its represen- 
tatives. (He contributed to the once famous Essays and 
Reviem, which were considered imorthodox and incurred 
episcopal condemnation.) This made him rather a lonely 
figure in the Oxford of his day; but he had a brilliant in- 
tellect and a broad, philosophical outlook.^ He greatly in- 
terested himself in tiniversity reform,® and in particular he 
advocated the professorial, as contrasted with the tutorial, 
system of instruction. This method was customary in Ger- 
many and also in Scotland, where the universities had 
nothing comparable with the colleges of Oxford and Cam- 
bridge. The professorial system had been advocated by the 
Edinburgh Rjsview in the early years of the century, and more 
recently by the founders of London University; but the 
giving of instruction by tutors was closely bound up with 
the existence of colleges — and both institutions were 
strongly entrenched in Oxford. Pattison did not go so far as 
to advocate the complete replacement of tutorial by profes- 
sorial teaching; but his views, as can be understood, were 
by no means popul^ in Oxford, and his own personality 
did little to commend them. He is a trenchant critic of the 
low standards of the pass degree, which demanded little 

^ There is a good picture of Mark Pattisoa in Tuckwell, Ksminiseences of Oxford^ 
chap. siii. 

^ Sec his Suggestions on Academical Organisation^ passim^ 
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mote than school studies.^ He maintains that “the first and 
indispensable condition of the efficiency of the higher edu- 
cation is an intellectual activity, general, pervading, sus- 
tained; and that this activity be directed upon the central 
and proper object of human knowledge. . . . The instructor 
does not lay down principles, he initiates into methods ; he 
is himself an investigator, and he is inviting the pupil to 
accompany him on his road.”** To Pattison, therefore, re- 
search is a primary function of the university. The whole 
issue has been raised again in our own time by Mr. ‘Bruce 
Truscott.’* 

The champions of academic reform had made consider- 
able headway during the forties. As Mark Pattison himself 
said: “A restless fever of change had spread through the 
colleges — ^the wonder-working phrase ‘University Reform’ 
had been uttered. . . . We were ready to reform a great deal 
— everything — only show us how to set about it and give 
us the necessary powers.”* Both inside and outside the 
university this spirit was felt. In 1849 a memorial was pre- 
sented to the Prime Minister, Lord John Russell. It was 
signed by members of both Oxford and Cambridge, and by 
Fellows of the Royal Society, and it urged that a Royal 
Commission should be issued to enquire into the state, dis- 
cipline, and revenues of the two Universities. The investiga- 
tion was carried out and the Commissioners reported in 
1852. Those who had visited Oxford had encountered con- 
siderable opposition, but their colleagues who went to Cam- 
bridge were more cordially received. The recommendations 
of the two Reports formed the basis of the Oxford Univer- 
sity Act of 1854 and the Cambridge University Act of 1856. 
In both cases the aim was to clear away existing handicaps 
and to give the Universities a cleat field to develop along 

^ See op. cit., p. 163. ^ Essays^ vol. i, pp* 418 and 420. 

* In "Acdbrick University^ passim^ * Mjemoirs, p. 245. 
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their own lines without further State interference. One ob- 
stacle to reform lay in the fact that the Universities were 
still tied and bound by founders’ regulations or ancient 
statutes. Oxford was still governed by enactments of Arch- 
bishop Laud, and Cambridge by those of Queen Elizabeth. 
The teal power lay with the heads of colleges — ^with the 
Hebdomadal Board at Oxford and the Caput at Cam- 
bridge. These alone could initiate legislation, and there 
was a final veto in the hands of all M.A.s who had kept their 
names on the books. The Acts of 1854 and 1856 therefore 
widened the representation of the Hebdomadal Board and 
the Caput and gave greater power to other representatives 
of the University, both resident and non-resident. Measures 
could now be discussed in Enghsh instead of in Latin, as 
hitherto. In the colleges most of the old local restrictions as 
to ‘close’ or ‘founder’s kin’ scholarships and fellowships 
were removed, and these were thrown open to competition. 
Religious tests were removed for admission to the Univer- 
sity or for taking the degree of B.A. — ^which, it should be 
noted, gave no right to any share in the government of the 
University. The test was not finally abolished for all degrees 
(except those in divinity) until 1871.^ At the same time a 
number of new professorships were founded, and endow- 
ments of older ones were augmented from the revenues of 
certain colleges. The professors were also given a place of 
greater importance in university administration. The new 
system afforded some sort of approximation between the 
views of those who, like Sir WiUiam Hamilton or (to some 
extent) Mark Pattison, advocated the German or Scottish 
plan, and those of the Oxford Tutors’ Association and other 
champions of the current tutorial method of instruction. 

1 One is still admitted to the M. A. degree at Oxford “in nomine Domini, Patris, 
Filii et Spiritus Sancti,” There is an excellent Appendix on the history of the more- 
mcnt for the.abolition of University Tests in Dicey, Law and Opinion in En^iand (pp. 
477-81). 
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The tutors were not displaced, but the professors could 
carry on research in and teach subjects which the colleges 
could not provide; also many professorships now had 
college fellowships attached to them, and this strengthened 
the link. 

The Commissioners had drawn attention to the great and 
largely unnecessary expense of university life. One of the 
reasons why London University had been founded was to 
provide university facilities for those of limited means. In 
1832 a university had also been established at Durham. Be- 
fore the coming of the railways the country areas of North- 
umberland, Westmorland, Cumberland, and Durham were 
much cut olF from communication with the rest of the 
country. The population was sparse and the clergy were for 
the most part very poor and inadequately educated. Bishop 
Van Mildert sought to remedy this state of affairs by found- 
ing the University of Durham. It was started in the Norman 
castle which fronts the cathedral, and it was run on the resi- 
dential lines of Oxford and Cambridge, but at a much lower 
cost. Subsequently another college (Hatfield Hall) on still 
more economical lines was founded. It was at once crowded 
out and further accommodation had to be provided. It was 
thus obvious that there was a strong demand for university 
education at reasonable rates. The Oxford and Cambridge 
University Acts did something to meet this by making possi- 
ble the opening of private ‘halls,’ presided over by an M. A. ; 
this was a reversion to a common practice in Ae Middle 
Ages. In the event this scheme was adopted only to a limited 
extent — as was also the subsequent admission of ‘non- 
coUegiate’ or ‘unattached’ students living in licensed lodg- 
ings. But there is no doubt that extravagance became less 
fashionable at Oxford and Cambridge as the second half of 
the nineteenth century progressed. This was due largely to 
the development of secondary education and the throwing 
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open of scholarsHps so as to widen the field from which 
candidates were drawn. It is also probable, as Professor 
Archer suggests,^ that the development of sports at the 
Universities put an end to the exclusiveness of the hunting, 
shooting, and racing type of undergraduate. The Oxford 
and Cambridge boat race, as an annual event, dates from 
1856; inter-collegiate boat races started about 1815 and 
were properly organised from about 1837.® Cricket (in top- 
hats) also developed in the forties. All these activities gave 
prominence in college to the undergraduate who can do 
things — and not to the man with the greatest wealth or the 
‘best family’ or the most extravagant tastes ; and this charac- 
teristic fortunately has remained true of both Oxford and 
Cambridge. 

^ Secondary Education in the Nineteenth Century^ p. 157. 

^ See Brasenose Qmtercenfetiary Monographs, vol. ii, no. xh, i. 



Chapter XV 

SECONDARY EDUCATION 

The Clarendon and Schools Inquiry Commissions. 

The close association between the Universities of Oxford 
and Cambridge and the public schools meant that an investi- 
gation of the state of the former inevitably drew public 
attention to the latter also. In spite of the growing import- 
ance of science and modern studies, which had been illus- 
trated by the Great Exhibition of i8ji and in a hundred 
other different ways, the public-schools curriculum in most 
cases remained unaffected by contemporary progress; and 
it was realised that both France and Germany were ahead 
of us in the field of secondary education, as well as in that 
of elementary and technical education. Public opinion on 
this point is well exemplified by a leader in the Illustrated 
London Nem of May 4th, 1861. “No Latin or Greek,” it says, 
“may make Master Jacky a dull boy; but Latin and Greek 
without anything else go far towards making Master Jacky 
a very dullard. Parents are beginning to feel this, and to ask 
whether a skinful of classical knowledge, with a littie birch- 
ing thrown in for nothing, be an equivalent for the two 
hundred a year they pay for the education of a boy at Eton. 
It is true that the young Hopefuls of the aristocracy may 
learn French, German, drawing, and mathematics at public 
schools — ^just as they may learn Berlin-wool work or the 
cornet-a-pistons — ^but these branches of polite education 
are treated as ‘extras’ and charged for accordingly.” The 
general tone of the public schools had certainly been raised 
by Arnold and those whom he influenced, but it was still 
felt that ignorance and idleness were far too common. It 
was for these reasons that in 1861 Lord Palmerston’s 
Government set up a Royal Commission, under the chair- 
manship of Lord Clarendon, to enquire into the revenues, 
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management, aadcurticulum of the nine chief public schools 
— ^Eton, Winchester, Westminster, Charterhouse, Harrow, 
Rugby, Shrewsbury, Merchant Taylors’, and St. Paul’s. 
The Commissioners carried out a thorough investigation 
and issued their report in 1864. They had something to say 
to allay public misgivings. They praised the discipline and 
moral tone of the schools and emphasised the progress that 
had been made during the previous twenty-five years; but 
the curriculum came in for serious criticism, and the in- 
effectiveness of much of the teaching was laid bare. “The 
course of study,” says the Keporf, “has been enlarged, the 
methods of teaching improved, the proportion of masters 
to boys increased; the quantity of work exacted is greater 
than it was, though still in too many cases less than it ought 
to be. At the same time the advance in moral and religious 
training has more than kept pace with that in intellectual 
discipline. The old roughness of manners has in great mea- 
sure disappeared. . . . The boys are better lodged and cared 
for, and more attention is paid to their health and comfort. 
Among the services which [the public schools] have ren- 
dered is undoubtedly to be reckoned the maintenance of 
classical literature as the staple of English education, a ser- 
vice which far outweighs the error of having clung to these 
studies too exclusively. A second and greater still is the 
creation of a system of government and discipline for boys, 
the excellence of which is admitted to have been most im- 
portant in its effects on national character and social life.” ^ 
At the same time the Commissioners expressed the opinion 
that “in their course of study, sound and valuable in its main 
elements but wanting in breadth and flexibility, there are 
defects which destroy in many cases, and impair in all, its 
value as an education of the mind ; and which are made more 
prominent at the present time by the extension of know- 

^ Keporf of Public Schools Commission^ p. 56. 
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ledge in various directions and by the multiplied reforms 
of modern life, . . . We have been unable to resist the con- 
clusion that these schools, in very diiferent degrees, are too 
indulgent to idleness, or struggle ineffectually with it, and 
that they consequently send out a large proportion of men 
of idle habits and empty and uncultivated minds.”^ In spite 
of the great emphasis which was laid on the Classics and the 
large proportion of the pupils’ time spent in the study of 
them, the results, even in these subjects, were in many cases 
most unsatisfactory; while the inferior status afforded to 
other subjects in the curriculum encouraged the idea that 
they were comparatively unimportant and less worthy of 
attention. A change of attitude was urgently needed. “A 
young man ... is not well educated if all his information is 
shut up within one narrow circle.”® 

The Commissioners advocated the reform of governing 
bodies and the remodelling of the curriculum on the lines 
of that of the German classical secondary school or gymna- 
sium. Classics and religious instruction were still regarded 
as the chief studies of the public school, but mathematics, 
French or German, and some instruction in natural science 
and music or drawing should be included. The recommenda- 
tions of the Report were followed up by the Public Schools 
Act of 1868, which applied to all the schools which had been 
investigated, with the exception of Merchant Taylors’ and 
St. Paul’s. By its provisions each school was requhed to sub- 
mit a scheme for a new and more representative governing 
body. This body was given full powers with regard to school 
fees, the curriculum, and the appointment or dismissal of 
the headmaster. The latter was responsible to the governing 
body, but he had the tight to appoint his assistant masters 
and they had no appeal to the governors from his decisions. 
The seven schools affected by the Act were attended by 
1 op. eit., p. 35 . * op. cit., p. 30. 
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some 3,000 pupils — ^the elite of the country’s youth, and 
their governing bodies administered an aggregate annual 
income of about £ 6 %ooo. The schemes drawn up by these 
bodies were to be submitted to and approved by the Queen 
in Council, but there was to be no continued responsibility 
for the schools, and they were not liable to Government in- 
spection. The policy adopted was one of decentralisation 
and each school remained virtually independent. 

The Clarendon Commission was followed in 1864 by the 
Schools Inquiry Commission, under Lord Taunton’s 
chairmanship, and it reported in 1868. Its business was to 
investigate the schools which had not been considered by 
the Newcastle and Clarendon Commissions — ^i.e. schools 
other than the elementary schools and the public schools. 
For the purposes of this Commission Matthew Arnold, son 
of Dr. Thomas Arnold and an inspector of schools, visited 
France, Germany, Switzerland, and Italy, and reported on 
their secondary education. Of the schools investigated by 
, the Commissioners, nearly 800 were endowed and many 
were of great antiquity. They were not maintained by public 
moneys, either in the form of rate aid or of Government 
grant, and they were not proprietary — ^i.e. under private 
management. The administration of their endowments was 
quite outside the purview of the Education Department, 
and was the concern of the Charity Commission which had 
been set up in 1853. But the Taunton Commission also 
investigated iza proprietary schools maintained by joint- 
stock companies. A number of schools of this type had re- 
cently come into existence. Some of these were day schools 
on the lines of Merchant Taylors’ or St. Paul’s; examples 
are University College School, originally founded in 1830 
as London University School, and King’s College School, 
dating from 1831. Others were boarding schools — e.g. 
Cheltenham (1841) and Malvern (1865). There were also the 
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Woodard Schools — as, for instance. Lancing and Hurstpier- 
point, founded in 1849 and 1851 — which were due to the 
enthusiasm of Nathaniel Woodard. His aim was to provide 
institutions on the lines of the older public schools, but 
with greater economy, and by such means to foster Tract- 
arianism. Again, there were the ^County Schools’ (not in the 
modern sense) — ^boarding schools with moderate fees for 
“the education of boys of the middle class on the public- 
school system.” West Buckland in Devon, and Dorchester, 
in Dorset, for example, had schools of this type, and the for- 
mer still survives. These proprietary schools were not so 
expensive as the great public schools, and they tended to 
provide a more ‘modem’ education than the older endowed 
schools. The majority of the latter still by founders’ statutes 
had to give a classical education. But, with the exception of 
a few old grammar schools like Tonbridge, Repton, and 
Uppingham (under Thring), which had worked their way 
up to public-school rank and sent a fair number of boys 
to Oxford and Cambridge, most of the endowed schools 
served small towns or agricultural areas where a rigidly 
classical curriculum was useless. 

Such, then, was the situation with which the Taunton 
Commissioners had to deal. Their Keport was issued in 
twenty-one volumes, and it included a full account of the 
conditions found in each of the 942 schools which were 
visited. Their general findings and recommendations are 
given in the first volume of this Rsport. They advocated 
tibat three types of school should be made available, with the 
leaving ages of eighteen to nineteen, sixteen and fourteen 
respectively. The first would be for the sons of parents of 
ample means, or of good education but ‘confined means’; 
the secondfor boys whose parents’ means were ‘straightened,’ 
or who wished to enter professions requiring early special 
training (e.g. medicine, the Army, engineering) ;and the third 



HISTORY OF ENGLISH EDUCATION 151 

foi: the sons of “the smallet tenant farmers, the small trades- 
men, the superior artisans.”^ This third type of school was 
regarded as “the most urgent educational need of the coun- 
try.” The distinction between the three kinds of school, 
which corresponded “roughly, but by no means exactly, 
to the gradations of society,”® was made by the curriculum 
recommended for each of them. It was felt that there should 
be no attempt to displace the Classics in the first-grade 
school, but that the course should be broadened so as to 
include mathematics, modern languages, and science. In 
fact, what was needed was more schools of the type of 
those investigated by the Clarendon Commission, but with 
a wider curriculum and lower fees. In the second grade of 
school, with a leaving age of sixteen, Latin at least should be 
retained, and to this should be added “a. certain amount of 
thorough knowledge of those subjects which can be turned 
to practical use in business, English, arithmetic, the rudi- 
ments of mathematics beyond arithmetic, in some cases 
natural science, in some cases a modern language.”® It 
appeared dear to the Commissioners that parents who would 
send their sons to schools of the third grade would not wish 
for a technical or vocational education. “On this point 
there was an almost unanimous agreement in favour of 
general education.”* The subjects of instruction could be 
dassified under the headings of language, mathematics, 
and natural sdence. There was some difference of opinion 
among the Commissioners as to whether Latin should be 
taught in the third-grade schools, but it was felt that one 
language other than English should be included in their 
curriculum. Mathematics and drawing are important, but 
some doubt is expressed as to whether Euclid is a good 
text-book for beginners. Natural sdence, if facilities and 


e.e. — 6* 


^ Keport, vol. i, p. 20. 
® Op» ctf,, p, 20, 


® Op. at.y p. 16. 
^ Op. cit.^ p. 21. 
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skilled teaching ate available, should form part of the 
course. In all three types of school alike religious instruc- 
tion should be retained, but parents should have the right 
to withdraw their children from it shotold they wish to do 
so. The restriction of masterships to persons in holy orders 
should be abolished. 

The Report goes on to discuss the organisation of 
secondary education. An ‘Administrative Board’ is needed 
as a central authority. This could be cither a new body, or it 
might be constituted by enlarging the powers of the Charity 
Commission. It would deal mainly with educational en- 
dowments and would appoint “proper officers for the in- 
spection of the endowed secondary schools.”^ There should 
also be in every Registrar-General’s division^ a ‘provincial 
authority,’ with an official district commissioner. He would 
inspect each endowed secondary school in his division at 
least once in every three years, and make a thorough report 
on it. Towns of 100,000 inhabitants, or over, might be 
allowed to “withdraw from the jurisdiction of the Provincial 
Boards and rank as provinces of themselves.”® The individual 
schools would, of course, have their own governors who 
would fix the subjects of instruction, appoint the head- 
master, and manage the endowment and expenses of the 
school. The management of secondary schools should be 
“in some reasonable measure” left under local control; but 
“in the internal management as a general rule the less the 
trustees interfere with the master the better.”* It would be 
the duty of the provincial authority to decide the grade of 
each school in its area, and efficient private schools could be 
registered according to thek grade, and officially inspected 

^ Op, city p. 634. 

® The country had been divided up into eleven districts by the Registrar-General 
for the purpose of the census, 

® Op. city p. 643. 

* Op, city p. 644* 
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and examined. Parliament should regulate the purposes to 
which endowments should be applied, and there should be 
greatly increased provision for girls from this source. ''The 
exclusion of girls from the benefit of Educational Endow- 
ments would be in the highest degree inexpedient and un- 
just.”i At the same time, gratuitous instruction should be 
given only to such children as are most capable of profiting 
by it. On the question of school expenses, it was maintained 
that if education is made too cheap it will not be valued; 
but fees should be kept low and fixed by governors. The 
hostel system in boarding schools was regarded as preferable 
to ‘houses’ run by masters for their own profit. 

In order that the schools should be efficient, the Com- 
missioners made recommendations with regard to the 
qualifications of their staff and the examination of thek 
pupils. Some means was needed whereby competent 
teachers could be discriminated from those who were in- 
competent. The profession should be made "attractive to 
men of ability” — and this implied better salaries. The Com- 
missioners considered, but turned down, the proposal to 
set up an ^ole Normak, on the French model; and they 
therefore discouraged any form of professional training 
which “would almost inevitably give the Government an 
undue control over all the superior education of the 
country.”® But it was recommended that certificates of com- 
petence should be given to teachers after due examination, 
which should test “not the candidate’s knowledge only, but 
whether his knowledge is adapted both in form and sub- 
stance to the uses of his profession.”® The list of those who 
had qualified for these certificates would form a ‘scholastic 
register,’ on the lines of the Medical Register, which had been 
instituted in 1858. It was further suggested that teachers 
should be superannuated at the age of sixty, or sixty-five. 

1 Op, cit,, p. 567. ® Op. p. 613. 3 op^ eit.y p. 614. 
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The efl&ciency of the teaching would also be tested by a 
system of periodic inspections and examinations of schools 
by the officers appointed by the central administrative 
board. The university local examinations and those of the 
College of Preceptors seemed “hardly easy enough to test 
the work of any large proportion of scholars” ;i and there- 
fore each official inspector, aided by a panel of examiners, 
should test the schools in his district at some stated time 
which would not interfere with their normal time-tables. 
In order to standardise and regularise these examinations, 
there should be created a Council of Examinations, con- 
sisting of two members elected by each of the Universities 
of Oxford, Cambridge, and London, and six appointed by 
the Crown. They would nominate the examiners who 
formed the panel in each area presided over by the district 
Commissioner. This Council would also “make the neces- 
sary rules for the examination of candidates for the office of 
schoolmaster, appointiag the examiners, and granting the 
certificates.”* 

The Report of the Schools Inquiry Commission is a 
document of the greatest interest because it contains many 
of the germs of the subsequent reorganisation of secondary 
education in this country. But those germs lay dormant for 
very many years, and the immediate effect of the Com- 
missioners’ four years of unremitting activity was very 
meagre. In 1869 Mr. Gladstone’s Government passed the 
Endowed Schools Act. It gutted the Report. No local 
authorities were set up; there was to be no obligatory 
annual examination of pupils in endowed schools, although 
the Commissioners had said that this was “the pivot of all 
improvements” recommended by them; nor was there to be 
any registration of teachers. The Act confined itself to the 
problem of educational endowments. Three special En- 

1 Op, cit,^ p, 620. * Op, p* 650, 
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dowed School Commissioners were appointed to initiate 
schemes for the better application of these; and provision 
was to be made, so far as was possible, for extending to girls 
the benefit of endowments. Public schools and elementary 
schools were outside the control of the Commissioners, and 
so were secondary-school endowments less than fifty years 
old unless the governing body of the school concerned con- 
sented. Pupils were to be withdrawn from religious instruc- 
tion if their parents made this request in writing, and school- 
masters were not to be required to be in holy orders. The 
Commissioners got to work, and in the event they obtained 
parliamentary sanction for 90a schemes out of a total of 
1,448 in the whole country. 

The Public Schools Act of 1868 and the Endowed 
Schools Act of 1869 were far from realising to the full the 
recommendations of the Clarendon and Taunton Com- 
missions. It can, however, be said that, as a result of them, 
most endowed secondary schools revived and the secondary 
education of girls was gready stimulated. Some sort of 
“educational ladder” — a phrase coined by Huxley and 
appropriated by Forster — ^was set up, because some en- 
dowed schools had scholarships from elementary schools 
on the one side, and were beginning to send more and more 
pupils to the universities on the other. The curriculum, too, 
was broadened and teaching was improved. This had been 
fostered also by the institution of those local examinations 
to which the Schools Inquiry Commissioners had referred — 
those of the College of Preceptors (1833) and of Oxford 
and Cambridge (1838).^ Yet the results were disappointing 
and the opportunity of setting up an organised system of 
secondary education was postponed for over thi^ years. 
This was due largely to the doofhess of the wealthy and 

^ Candidates who passed the Oxford Senior Local (or ‘Middle-Class’) examination 
were granted the ‘degree’ of A.A, (Associate in Ans). 
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governing classes, and to the lack of any statesman to cham- 
pion the cause of national education, as Bi-ougham had 
done in the twenties. There was also a distrust of Govern- 
ment action on the part of those who still clung to the creed 
of individualism and laissez-faire. Headmasters, seeing the 
demoralising effects of ‘payment by results’ in the elemen- 
tary schools, not unnaturally distrusted State interference 
in education. Moreover, there was not yet in existence an 
organised system of local government upon which the local 
control of education could be based; and there was no move 
to provide a body of Government inspectors of secondary 
schools who could co-operate with local authorities and 
governors of endowed schools in organising an educa- 
tional system which would be adjusted to the needs of 
different districts. 



Chapter XVI 

THE DEVELOPMENT OF SCIENCE IN 
EDUCATION 

The Science and Art Department. Herbert Spencer and T. H, Huxley. 

University reformers and those who wished to see more 
science taught in schools were interested rather in pure 
science than in the practical applications of the subject; 
though there were critics who compared unfavourably the 
facilities for scientific research at the English universities 
with those at the universities of Germany. But, as was 
pointed out in a previous chapter, the mechanics’ institutes 
tried to put elementary scientific instruction within the 
reach of those who could apply it in their daily work as 
artisans or operatives. These institutes were, in fact, the 
forerunners of our modem technical education. As early 
as 1836 the Privy Council Committee of Trade (now the 
Board of Trade) had obtained a Government grant of 
£ 1,^00 for a Normal School of Design — i.e. for the teach- 
ing of art as applied to commerce and industry. Other 
similar schools, aided by Government grants, were later 
established in the provinces. In 1842 an attempt was made 
to set up within the Royal Institution a school of practical 
chemistry which was to be named after Sir Humphry Davy. 
This failed, but in 1845 the Royal College of Chemistry, 
under the presidency of the Prince Consort, was opened. 
The Great Exhibition, held in 185 1, disclosed the fact that 
in applied science Continental nations were ahead of us, and 
that there were many defects in British manufactures. In 
November of the same year an institution called ‘The 
Government School of Mines and Science applied to the 
Arts’ came into existence; and in 1852 a Department of 
Practical Art was established, which greatly improved the 
old Normal School of Design. A science division was added 
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to this ia the following year, and it became the Science and 
Art Department of the Board of Trade. It was transferred to 
the newly formed Education Department in 1856. Mean- 
while the Royal College of Chemistry and the Government 
School of Mines, after a period of amalgamation as the 
‘Metropolitan School of Science applied to Mining and the 
Arts,’ were separated. They became what were known as 
the Royal College of Science and the Royal School of Mines, 
and were housed at South Kensington. 

The Science and Art Department is important in the 
history of English education because, with the help of par- 
liamentary grants, which it administered, it encouraged the 
teaching of science and art — and especially of science — 
throughout the country. These subsidies were known as 
‘South Kensington grants.’ They were offered to school 
managers, teachers, and students who complied with the 
conditions laid down by the Department. At first the 
teaching of science, aided in this way, was carried on 
mainly in evening classes. In 1851 there had been only 
thitty-eight science classes, with i,}oo pupils, in the whole 
country; but by 1861 the numbers had risen to seventy 
science classes, with 2,543 pupils. The Department also 
instituted examinations for teachers, the first being held in 
1859. Candidates who qualified could give science instruc- 
tion in evening classes and were paid according to the 
number of their pupils who passed the examinations held 
by the Department. The weakness of the system lay in the 
fact that no arrangements were made for training these 
teachers. Thus there was a tendency for teachers who aimed 
at qualifying in science under the Science and Art Depart- 
ment to cram the subjects and to have little idea of their 
inherent educational value. Their chief aim was to secure a 
means of augmenting their meagre salaries, which were 
more meagre than ever after 1862, when ‘payment by 
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results’ was inttoduced into the elementaiy schools. All 
this tended to handicap the progress of science as a really 
educative school subject, and to make those who cared 
about education suspicious of the claims which were ad- 
vanced on its behalf. 

None the less, the scientific movement in schools and 
universities alike, as well as the general public interest in 
science, received great impetus from the writings of some 
contemporary scientists. Darwin’s Qri§n of Species (1839) 
caused a good deal of perturbation in orthodox circles; but 
broad-minded churchmen like Charles Kingsley could find 
a fascination in science (as he showed in Madame How and 
iMdj Why) and could make it part of their religion. 
Kingsley in this respect is not typical of the Church of 
England of the middle nineteenth century. From an educa- 
tional point of view, the chief importance of the Ori§n of 
Species and the movement which it exemplified lies in the 
fact that they aroused an interest in science and helped to 
popularise the subject, and so strengthen the claim to in- 
clude it in ordinary school education. The chief advocates 
of this claim are Herbert Spencer (1820-1903), and T. H. 
Huxley (1823-93). The former’s case is the better known, 
but the latter’s is the more balanced and reasonable. 

Herbert Spencer was by profession an engineer, but he 
developed into a scientist, psychologist, sociologist, and 
philosopher. Between 1834 and 1839 he had written a series 
of magaaine articles, which were published in book form in 
1861, under the title Education — Intellectual, Moral and Phy- 
sical. There was little that was original in the book, but it 
was very widely read, and it helped to arouse public opinion 
to the necessity for educational reform. In view of the in- 
fluence which it has had, it seems desirable to give some 
analysis of it; but every student of English educational 
history should read the original work. 



x6o HISTORY OF ENGLISH EDUCATION 

In his first chapter, Spencer asks : “What knowledge is of 
most worth?” He omits to say what he means by mrfb or to 
whom it is of ‘most worth.’ He asserts — and this would 
probably be generally granted — ^that “to prepare us for com- 
plete living is the function which education has to dis- 
charge”;^ and that the only rational means of judging of an 
educational course is to decide in what degree it (discharges 
that function. This leads Spencer to classify in order of im- 
portance the leading types of activity which constitute human 
life. There are five of these: (i) those which minister directly 
to self-preservation; (ii) those which indirectly achieve this 
object by enabling a man to gain a livelihood; (iii) those which 
concern the bringing up of offspring; (iv) those which con- 
cern proper relations with other people — ^i.e. good citizen- 
ship ; (v) those which occupy leisure. In preparation for these 
activities an education in ‘science’ — in a broad and rather 
undefined sense — seemed to Spencer the one object of 
primary importance. But he does not envisage the problem 
from the point of view of the child and his needs. For 
example, in reference to his first class of activities, he would 
have the child be given an acquaintance with the principles 
of physiology. This is doubtless an interesting study, but 
there is little evidence that it necessarily ‘ministers directly 
to self-preservation.’ One may ask whether doctors as a 
class are more healthy than farm-labourers, or whether those 
who know most about their internal arrangements are not 
often the greatest hypochondriacs. Again, as regards Spen- 
cer’s second heading, we cannot anticipate the child’s future 
occupation. We are told that mathematics should be taught, 
because it will be useful to the future carpenter, builder, 
surveyor, or railway constructor; chemistry for the future 
bleacher, dyer, and calico-printer; astronomy for the navi- 
gator; sociology for the industrialist; and Spencer goes on 

^ Spcnccf, EdmaHotf, p. 9. 
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to say : “That which out school courses leave almost entirely 
out we thus find to be that which most nearly concerns the 
business of life. Our industries would cease were it not for 
the information which men begin to acquire, as best they 
may, after their education is said to be finished.”^ This is a 
specious argument, but it is still frequently repeated. The 
fact remains that the child is a child, and not an embryo 
engineer or calico-printer or navigator or business man. 
The history of technical education has illustrated the danger 
— or rather, the impossibility — of trying to base a training 
of this sort on an inadequate foundation of general educa- 
tion. This objection may be urged still more strongly in 
reference to Spencer’s third class of activities — ^those con- 
nected with the bringing-up of offspring. He says that if an 
antiquary in the remote future were to look at a pEe of our 
text-books or examination papers, he would say: “This 
must have been the curriculum for their celibates.” To 
which one can only reply that children are celibates, and 
that it would be just as inappropriate to teach children the 
duties of parenthood as the fundamentals of a trade or pro- 
fession. Of course, much depends on the age or type of 
the child under consideration; and, in prescribing his curri- 
culum, this is a point upon which Spencer never seems to 
be clear. 

The fourth class of activities in order of importance 
comprises those which teach good citizenship. Spencer 
criticises the contemporary school-teaching of history. 
“Familiarity with court intrigues, plots, usurpations, or the 
like, with all the personalities accompanying them, aids 
very little in elucidating the causes of national progress.”® 
This is a criticism not of history as a school subject, but of a 
particular method of trying to teach history. But Spencer can 
see no good in it, and would replace it by what he calls 

1 0^. <7/., p. Z9, 2 Op. dt,^ p. 57, 
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‘descriptive sociology’ — “all the facts which help us to 
understand how a nation has grown and organised itself.” 
These social phenomena can be understood only when the 
laws of life itself are understood. “Thus then,” concludes 
Spencer, “for the regulation of this fourth division of 
human activities we are, as before, dependent on science.” 
The argument is not very clear; there may be some justifi- 
cation for the statement that “Herbert Spencer put forward 
a number of unscientific arguments to support the demand 
for the teaching of science in schools.” Finally Spencer 
deals with leisure-time activities. He himself was but little 
susceptible to the influence of art or aesthetics. He regards 
accomplishments, fine arts, helks kttres as the “efflorescence 
of civilisation which should be wholly subordinate to that 
instruction and discipline on which civilisation rests.”^ It 
may be questioned whether this is true as regards the child. 
.Esthetic culture and the appeal to the emotions are, as a 
matter of fact, peculiarly suited to the child in its early 
stages. With the young child dancing, music, and drawing are 
natural methods of self-expression and should be the staple 
of the curriculum rather than subordinated to the training 
of the reason. Spencer says that, as these things “occupy the 
leisure part of life, so should they occupy the leisure part of 
education.” But it may be urged that their influence is not 
something apart from the rest of education, but rather that 
it affects one’s whole attitude to life. The clash between the 
vast intellectual progress which science has made, and the 
barbarous uses to which the results of that advance have been 
put, is implicit in this criticism of Spencer’s outlook. What 
most touches the affections and serves to implant worthy 
motives and high ideals is relegated to the least important 
category in education. The school if devoted, as Spencer 
seems to wish, to the inculcation of science and pure 

> op. eit., p. 47. 
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reason might be in danger of ceasing to be a place of 
sweetness and light and becoming instead a kind of mental 
gymnasium. 

Someone has said that no treatise on education is com- 
plete without a gibe at Herbert Spencer; but it is only fair to 
set his views against their contemporary background. If we 
remember the curriculum of the public and grammar 
schools and of the elementary schools alike, we shall realise 
that there is much justification for his criticisms and claims. 
The fact that they were set out in so extravagant a fashion 
helped to call attention to them. Rousseau had done the 
same thing in his Emie. It is, in fact, generally true that 
reformers of all kinds have tended to overstate their case in 
order to emphasise it and draw attention to it. 

Spencer’s second chapter deals with method. He con- 
demns learning by rote, of which there was far too much in 
the schools of his day, and he quotes Montaigne: “S9avoir 
par coeur n’est pas sgavoir.” The child should not be given 
the rule, but should make his own generalisations from the 
particulars which he observes — ^in short, he should act as a 
scientist does. “Children should be led to make their own 
investigations. They should be told as little as possible and 
induced to discover as much as possible.” Again, early 
education should be made amusing and all education 
interesting. “Thus,” says Spencer, “we are on the highway 
towards the doctrine, long ago enunciated by Pestalozzi; 
that alike in its order and its methods, education must con- 
form to the natural process of mental evolution — ^that there 
is a certain sequence in which the faculties spontaneously 
develop, a certain kind of knowledge which each requires 
during its development; and that it is for us to ascertain 
their sequence and supply this knowledge.”^ Spencer seems 
to have studied Pestalozzi at second-hand through the 

JOp.o#.,p. 79. 
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writings of a German named Biber; but it is a pity that he 
did not follow the Swiss educationist when he was writing 
his first chapter. He does not tell us what the natural order 
of development is; though we can hardly believe that he 
would seriously recommend the abstractions of comparative 
sociology or the details of how to bring up a family as the 
kind of laiowledge naturally adapted to children who were 
to leave school at the age of twelve. 

In his chapter on moral education Spencer puts forward 
the doctrine of the discipline of natural consequences which 
had been enunciated by Rousseau. It appeals to him as an 
advocate of scientific education because it emphasises the 
law of cause and effect; it also eliminates the personal 
element of authority and so removes a possible sense of 
injustice. Unfortunately ‘natural discipline’ sometimes visits 
a trivial offence with dire penalties ; and in any case the value 
of such discipline depends on the child recognising clearly 
the causal connection between the sin and its punishment. 
Moreover, ‘natural discipline’ neglects the effect on other 
people. Happy, undeserving A may sin, but wretched, 
meritorious B may suffer as the result. In order to escape 
from the difficulties of this position, Spencer has to bring in 
the parent as a sympathetic friend who will advise and warn 
the child against the risks involved in this ‘natural dis- 
cipline’ — and that is not discipline by natural consequences 
at all. But, apart from this, Spencer has some sensible things 
to say: parents should not expect moral precocity; they 
should be sparing of commands, but, having once com- 
manded, should secure obedience. Their aim should be 
to make the child a self-controlling being, not a person 
governed by others. 

Spencer’s fourth chapter, which deals with physical edu- 
cation, is one of the most valuable parts of his treatise. He 
emphasises the superiority of spontaneous games over for- 
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mal gymnastic exercises, and he combats the contemporary 
idea that violent exercises are ‘unladylike’ for girls. There is 
a famous passage in which he contrasts the playground of 
a boys’ school during break with that of an “establishment 
for young ladies.” 

It is justifiable, perhaps, to discuss the views of Herbert 
Spencer at some length, because his treatise, for all its illogi- 
calities and inconsistencies, is one of the few really potent 
English books on education. It is not merely the plea of a 
scientist for a larger place for his subject in the school curri- 
culum. It represents the progressive, individualistic, utili- 
tarian, mid-Victorian point of view, which was highly 
critical of contemporary educational methods. There is no 
suggestion whatever that the State should play any part in 
the provision or administration of education. Spencer 
believes that the sanctity of the individual human being 
must be kept inviolate; and, sociologist though he is, he 
does not recognise an obligation on society to provide 
educational facilities by which that individuality may be 
given its fullest development. 

The case for science in education was put with greater 
logic and restraint by T. H. Huxley. He had a wide know- 
ledge of his subject; he had qualified in medicine, he had 
visited New Guinea on a scientific espiedition, he was a 
geologist, a naturalist, and an anatomist, and he was well 
read in French and German scientific literature. As a teacher 
he was magnetic and his own personality did much to 
popularise the teaching of science. For many years he was 
intimately connected with the Science and Art Department; 
he was Dean of the Royal College of Science and secretary 
of the Royal Society. To him science was a great enthusiasm, 
to be preached not for its utilitarian value — ^forwhat it was 
‘worth’ — ^but for its own sake. He proclaimed the grandeur 
of its subject-matter — “the great and fundamental truths of 
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nature and the laws of her operations”^ — ^the greatness of 
the scientist’s quest, the aesthetic pleasure and the spirit of 
adventure which scientific research affords, the value of the 
intellectual qualities which a study of science develops. 
That is an enthusiasm which anyone can share. Yet Huxley 
was no opponent of the humanities; they were not to him 
— as to Spencer — the mere frills and trimmings of a true 
education. But they must be truly humanities^ and not simply 
a study of language and style — ‘gerund-grinding.’ Thus 
Huxley was prepared to retain the Classics in tlie curriculum, 
if they were properly taught, but he would also include 
physical science (even in the elementary school), liistory, 
geography, English literature, drawing, and music. He 
declared himself in favour of “reading the Bible, with such 
grammatical, geographical, and historical explanations by a 
lay teacher as may be needful, with rigid exclusion of any 
further theological teaching than that contained in the Bible 
itself.”* This is the Cowper-Temple clause in terms of the 
syllabus, and it is evident that Huxley had the newly formed 
board schools in mind; he was himself a member of the first 
London School Board. He justifies a system of compulsory 
elementary education and he advocates infant schools, con- 
tinuation schools, and technical schools. He wishes to see an 
‘educational ladder’ set up by the State; and in this he goes 
far beyond Herbert Spencer. But although the State pro- 
vides the ladder, individuals must be left to make use of 
it through their own innate capacity, rather than be raised 
by State assistance into positions for which they are not 
really suited. Sir Michael Sadler says that Huxley “represents 
at its best a transitional phase in English speculation and 
practice in the sphere of ethics and politics.”* He does 
indeed stand between the thoroughgoing individualism 

^ Huxley, ColkcUd Bssays^ voL iii, p. 87, 

® Op. ciUy p. 398. 

* Atticle on T. H. Huxley in Monroe’s Cyclopadia of Education^ voL iii, p. 353» 
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and laissez-faire of the early-nineteenth century and the State 
socialism of a later age. His writings on education are not so 
well known or so widely read as Spencer’s polemic; but his 
influence on actual school practice, in view of his work as 
an educational administrator, was probably greater. 



Chapter XVII 

MID-CENTURY THEORY AND PRACTICE 

J. S, Mill, Matthew Arnold, lUiskin, F. D, Miiuticc, and Charles Kingsley. 

Hdward Thrtng. 

Outside the sphere of Royal Commissions and State inter- 
ference there was a good deal of interest in education during 
the middle years of the nineteenth century. Among its chief 
exponents were John Stuart Mill, Matthew Arnold, Ruskin, 
Frederick Denison Maurice, and Charles Kingsley. Of each 
of them, therefore, something must be said. 

J. S. Mill (1806-73), like Herbert Spencer, had no 
university training, and he never even went to school. He 
was a precocious child, and his education was conducted 
entirely by his father, James Mill. We can follow the process 
in the early chapters of his Autobiography. He began Greek 
at three, and Latin at eight. By the age of ten he had read all 
the usual classical authors and had also started mathematics. 
At twelve he was studying Aristotle and the Platonic 
dialogues. But James Mill took cate that this should not be 
mere cramming. He shared his son’s intellectual pursuits. 
They used to walk and discuss together, and the boy was en- 
couraged to think problems out and to weigh evidence. He 
was given no religious training and grewupto bean agnostic; 
the elements of play and physical education also seem to 
have been lacking. We are not surprised that, after a rdgime 
like this, the younger Mill had a severe mental breakdown 
at the age of twenty, and did not recover until after a pro- 
longed period of rest and foreign travel. He then entered 
the service of the East India Company, as an official at their 
London headquarters; but he seems to have had plenty of 
leisure, for much of his time was devoted to study and he 
wrote extensively. His interest in philosophy and political 
theory led him to express views on education. He was a 

1S8 
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utiiitatian and an individualist, but he does not — ^like 
Herbert Spencer — assign to the State no part at aU ia 
national education. In his essay On liberty (1859), he says: 
“Is it not almost a self-evident axiom, that the State should 
require and compel the education, up to a certain standard, 
of every human being who is born its citizen?”^ But that 
does not necessarily imply that the State itself should furnish 
the means of education. “If the Government would make 
up its mind to require for every child a good education, it 
might save itself the trouble of providing one. It might leave 
to parents to obtain the education where and how they 
pleased, and content itself with helping to pay the school 
fees of the poorer classes of children, and defraying the entire 
school expenses of those who have no one else to pay for 
them. The objections which are urged with reason against 
State education do not apply to the enforcement of educa- 
tion by the State, but to the State’s taking upon itself to 
direct that education: which is a totally different thing.”® 
Mill’s most specific and best-known contribution to 
education is his Inaugural Address as Rector of St. Andrew’s 
University, delivered in 1867. On the vexed question of the 
position of science in education — which had recently been 
raised by Herbert Spencer — Mill asserted that there was no 
real antagonism between it and literary training. “If there 
were no more to be said than that scientific education teaches 
us to think, and Uterary education to express our thoughts, 
do we not require both?”® Using this ‘formal training’* argu- 
ment, Mill advocates a full and complete education in both 
directions ; mathematics and science must be included in the 
curriculum, as well as Latin and Greek; but he neglects 
modern languages, history, and geography — ^they can be 

^ Mill, On Uberty, chap. v. 

2 Ibid. 

® ]ames and J. S. Mill on Education (ed. Cavenagh), p. 158. 

* See supra^ pp. 17-18. 
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acquired by ‘private reading.’ He condemns the schools of 
his time as inefficient shams; but he knew nothing of them 
at first hand and based his views on his interpretation of the 
reports of the Clarendon and Taunton Commissioners. He 
is more indulgent to the universities, for he says that “they 
are doing better work than tliey have done within human 
memory.”^ That is probably true, for there had been con- 
siderable improvement even before the Oxford and Cam- 
bridge Commissions of i8jo, and the advance had con- 
tinued. But here again, J. S. Mill knew the universities only 
from the outside, and he could hardly be impolite in a 
rectorial address. It remains true that he regards school 
and university alike as merely a ‘teaching-shop’ for purveying 
knowledge. They are not for him societies,living and develop- 
ing organisms and sources of light and life. His attitude 
can be understood if one remembers his own upbringing. 

Matthew Arnold (1822-88) was the eldest son of Thomas 
Arnold and brother-in-law of W. E, Forster. From 185 1 to 
1886 he was one of Her Majesty’s Inspectors of Schools, 
and, in spite of his official position, he did not hesitate in his 
Reports from 1863 onwards to condemn the demoralising 
effects of the Revised Code.® For the purposes df both the 
Newcastle and the Taunton Commissions he investigated 
the state of education on the Continent of Europe, and he 
thus became a recognised authority on comparative educa- 
tion. He embodied the results of his observations in l^opular 
'Education in France (1861), A French Eton (1864), and Higher 
Schools and Universities in Germany (1868) — ^thus covering all 
aspects of his subject. His experience abroad impressed him 
with the inadequacy of middle-class schools in this country. 
The lycie or college in France, and gymnasium in Germany, 
were part of the national State system of education; and 

^ Op. cit,^ p, 187. 

^ See, for example, Reports on Ekmentary Schools^ iSya-xSSa, pp, 91*8, 111-17, 
123-37. 
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Arnold felt that there was need for State intervention to 
supply similar schools here. “Organise your secondary edu- 
cation” was his slogan. Many of his recommendations found 
their way into the Report of the Schools Inquiry Com- 
mission. These woxxld have given us a national system of 
secondary education, but they were set aside by Parliament 
when the Endowed Schools Act of 1869 was passed. Thus 
in spite of Matthew Arnold’s eminence as an educationist 
and his labours as an official, his direct influence on English 
education was not so great as it might have been and as it 
deserved to be. 

Indirectly his influence was considerable. Distinguished 
as he was as an educational administrator, his fame rests 
mainly on his achievements as a poet and a man of letters. 
In Culture and Anarchy (1869) he sets forth his views on 
society, which he divides into ‘barbarians, philistines, and 
populace.’^ The ‘barbarians’ are the uneducated, or half- 
educated, aristocracy, the members of the Church, and the 
professional classes, who are hideboxmd by the traditions 
of their order or the ‘old school tie’ — ^the ‘idols of the 
theatre.’ The ‘philistines’ were the class with whom Arnold 
had had most contact as a school inspector. At this period 
the church schools of the National Society were visited by 
clerical inspectors, and the lay officials of the Education 
Department were restricted to schools of other denomina- 
tions. Thus the ‘philistines’ formed the sort of society that 
one meets in the novels of Mark Rutherford. They were the 
uncultivated, narrow-minded bourgeois who were out to 
make money, and who judged the value of art and literature 
from the crudest utilitarian standpoint. Finally, the ‘popu- 
lace’ is the vast residuum — ^“the working-class which, raw 
and half-developed, has long lain half-hidden amidst its 
poverty and squalor, and is now issuing from its hiding- 

^M. Arnold, Culture and Anarch/ (ed. Cavenagh), p. 98. 
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place to assert an Englishman's heaven-born privilege of 
doing as he likes, and is beginning to perplex us by march- 
ing where it likes, meeting where it likes, bawling what it 
likes, breaking what it likes.”i These seemed to be the fibcst- 
fruits of the Reform Act of 1867, which enfranchised the 
town workmen. Arnold “believed that order could only be 
ultimately secure when the whole people learnt self-dis- 
cipline through culture — culture which ‘seeks to do away 
with classes, to make the best that has been thought and 
known in the world current everywhere ; to make all menlive 
in an atmosphere of sweetness and light, where they may 
use ideas, as it uses them itself, freely, — nourished and not 
bound by them.’ To that end we must work and organise. 
Arnold was a leader in the reaction against individualism. 
Contrasting our meagre educational activities with those of 
France, Germany, and other Continental nations, he would 
extend the State’s functions in promoting collective well- 
being by means of public education. But he is critical of the 
contemporary scientific movement, and he insistently voices 
the need for a literary and humane element in the training of 
the workers and the middle classes. To quote his own 
words: “To have the power of using, which is the thing 
wished, these data of natural science, a man must, in 
general, have first been in measure moralised', and for 
morahsing him it will be found not easy, I think, to dis- 
pense with those old agents letters, poetry, religion.”® The 
need for ‘moralising’ scientific knowledge has been brought 
home to us with devastating clarity during recent years. 
How best that ‘moralising’ may be effected is perhaps still 
an unsolved problem. 

^ op. cit., p. 105. In 1866 the mob had pulled down the tailings of Hyde Park 
meetings there in support of the Keform. 

* Op* ciL^ pp. aotiv-v; and see p, 70. 

* M, Arnold, 'K.tports on Elementary S^bools^ x 852-1884, p, 178* Sec also Archer, 
Secondary Bdtuiation in the Nineteent/j Centnry, p. x 88. Cf. also the poem Steam and Eke- 
tneity in Emch of September x6th, 1857. 
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John Ruskin (1819-1900) was a prolific writer. None of 
his books treats specific^y of education, but most of them 
contain many passages bearing on the subject. Most impor- 
tant from this point of view are Unfo this Last, Time and Tide, 
and Sesame and Lilies. For twelve years Ruskin was Pro- 
fessor of Fine Art at Oxford, and he was actively associated 
with the Working Men’s College in London. He was a 
destructive critic of the existing educational system, which 
seemed to him based on the principle of competition and to 
give a wrong outlook on life. To him Art was a moralising 
influence — ^not something apart and specialised, but a 
necessary part of the full development of human nature. It 
is essential to the full enjoyment of life and a natural 
medium of expressing oneself. “The right question to ask 
respecting all ornament is simply this — was it done with 
enjoyment — ^was the carver happy while he was about it?” ^ 
Thus to Ruskin Art is never merely a utilitarian accomplish- 
ment, but an essential instrument of education. It must be 
linked up, as it was in the Middle Ages, with craft, religion, 
and a love of nature. Handwork has a moral and educative 
value, and is no longer something ‘banausic.’ An education 
regarded in this way wiU help to break down class distinc- 
tions, and in Unto this Last (i 860) Ruskin makes an appealfor 
a new social order based on justice and a recognition of the 
brotherhood of man. Hence he is led to demand free and 
compulsory State education which shall be an ethical, more 
thanan intellectual, process. “It consists essentially in giving 
Habits of Mercy and Habits of Truth.”® “The great leading 
error of modern times is the mistaking of erudition for educa- 
tion.”® That was the error of J. S. Mill and the Revised 
Code and the current and growing belief in the virtue of 
examinations. To Ruskin education was “not a means to 

^ Ruskin, The Seven "Lamps of Archiiecittre, chap, t, § 24. 

2 Idem, Time and Tide, chap. xvi. 

® Idem, Stones of Venice, vol. ii, appendix 7. 
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gettmg on in the world” but an end in itself. "The best 
/.Iprppnts of State Education should be calculated equally for 
the advantage of every order of person composing the 
State.”^ The laws of health should be taught so that the body 
may be “as beautiful and perfect as it can be.” The whole 
atmosphere of the school should inculcate "the two great 
mental graces” of reverence and compassion — ^reverence by 
attaching it to the right persons and things, and compassion 
by “making it a point of honour so that it shall be held as 
shameful to have done a cruel thing as a cowardly one.”^ 
The teaching of truth as a habit will enter into all parts of 
education. The subjects of the curriculum will be such as 
may develop these noble virtues— poetry, music, history, 
natural science, and mathematics. Schools must be “infresh 
country, and amidst fresh air, and have great extents of 
land attached to them in permanent estate.”* The school 
buildings should be worthy of their purpose — architec- 
turally beautiful, well planned and healthy, furnished with 
pictures and amply provided with good books. One is 
reminded of a very famous passage from Plato’s Rspublif, 
“Then will our youth dwell in the land of health, amid fair 
sights and sounds, and receive the good in everything; and 
beauty, the effluence of fair works, shall flow into the eye 
and eat, like a health-giving breeze from a purer region, 
and insensibly draw the soul from earliest years into like- 
ness and sympathy with the beauty of reason.”* That also 
was Ruslan’s attitude, and one can realise how bitterly he 
would hate the contemporary system of ‘payment by 
results,’ with its cramming of the three ‘R’s’ and its illiberal 
outlook. We have by now become converted to so much of 
what Ruskin advocated, that it is easy to underestimate his 
importance as an educational reformer; but it is largely to 


i Ruskin, Time md Tuk, chap* xvi. 
» Ihid. 


» Ibid. 

‘ Plato, l^puh/ic, iii, 401. 
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his influence that we owe the development of art teaching 
in schools, interest in nature study, the extension of play- 
grounds and playing-fields, more imaginative methods of 
teaching history and literature, the realisation of the educa- 
tional value of handicrafts, and the medical and physical 
care of school children. 

F. D. Maurice (1805-72) belonged to a Unitarian family, 
but he became a Church of England clergyman and in 1840 
was elected to the chair of English literature and History at 
King’s College, London. He formed a friendship with 
Charles Kingsley and with Thomas Hughes, the author of 
Tom 'brown's Schooldays. His chief interest was in social 
reform. He believed in the principles of Chartism, but he 
wanted to Christianise the movement. This was the origin 
of ‘Christian Socialism.’ Maurice was also interested in the 
co-operative movement which had been originated by the 
Rochdale Pioneers in 1844.^ He tried to start some co-opera- 
tive industries — e.g. associations of tailors or bootmakers 
working together; but these were not successful. It therefore 
seemed to him that the principle of fellowship, expressed in 
a college where professional men and worl^g men 
associated, might be more effective and would replace the 
superficial teaching of the mechanics’ institutes. All this 
found expression in the foundation, in 18 54, of the Working 
Men’s College, in Red Lion Square. It still exists in Crown- 
dale Road, St. Pancras. Its aim was to establish an institute 
where working men could gain, not merely a technical 
equipment, but a higher, liberal education in the humanities, 
and where they might share a social life and intercourse 
such as that which characterised the older Universities. 
“The name College had a significance on which Maurice 
loved to dwell. ... A college was an association of teachers 
and learners; and that was what Maurice desired the Work- 

^ See Trevelyan, British History in the Nineteenth Century, p. 277. 
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ing Men’s College to be. It was not to be an institution to 
which the uneducated might lesort, to pick up knowledge 
which might be of pecuniary benefit to them. The idea of 
fellowship was to run through all its work; every teacher 
was to assume that he might gain as well as impart, might 
learn as well as teach; every student was to be made to feel 
that in coming to the College he was entering into a society 
in which he might hope to become more of a citizen and 
more of a man.”^ The movement attracted some of the 
ablest leaders of contemporary thought and public life— 
Ruskm, Dante Gabriel Rossetti, Ford Madox Brown, C. 
Lowes Dickinson, Charles Kingsley, John Hullah. There 
was systematic class-teaching in such subjects as history, 
literature, science, mathematics, natural history, and art. 
There were social meetings and sing-songs. Gymnastics 
were popular, and “Mr. Hughes, on at least one night a 
week, met all comers with ‘the gloves.’ Cricket was played 
on Primrose Hill or at Gospel Oak, and there were 
country walks on Sundays — and even expeditions to North 
Wales and Switzerland — ^with much botanising, ento- 
mologising, or geologising en route. At the rise of 
the Volunteer movement in 1859 the College formed its 
own Corps and achieved a creditable record of service. The 
institution was so successful that other working men’s 
colleges were established elsewhere in the country; but they 
did not achieve equal success, perhaps because they lacked 
so distinguished and effective a teaching personnel. 
Maurice’s real importance, from our point of view, is that 
he put education in the forefront of social reform. Modem 
developments, such as the Workers’ Educational Associa- 
tion and the University Extension movement, owe much to 
the pioneer work of F. D. Maurice. 

1 Tie WorhdttgMttis College, 1854-1904, pp. lo-il (article by J. Uewelyn Davies). 

* Op. fit., p. 73. 
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Charles Kingsley (1819-75), like Maurice, was a clergy- 
man of the Established Church, and he was closely asso- 
ciated with Christian Socialism. He was an exponent of 
what Professor Archer calls the ‘hygienic movement’; he 
advocated “sanitary and housing reform, the free sale 
of land and corresponding reform of the land laws, 
moral improvement of the family relations, public places 
of recreation.”! A national system of education seemed 
to him the best method of achieving these ends, and he 
supported Forster’s Bill of 1870. Like Spencer and Huxley, 
he was interested in science, but not from utilitarian 
or even cultural motives. He does not feel that the 
advances in scientific knowledge of the middle nineteenth 
century are a danger to theology, but rather that they 
ampUfy and illuminate out knowledge of God and His 
ways. Thus to Kingsley a knowledge of science is an im- 
portant weapon in the hands of the social reformer. Out- 
breaks of cholera are not “acts of God” or punishments for 
national shortcomings. They can be, and ought to be, pre- 
vented by the dissemination of knowledge, in the school 
and elsewhere, as to how to deal with them. Kingsley, there- 
fore, is not only allied with F. D. Maurice as a social 
reformer, but he also shows another aspect of the scientific 
movement in education. 

The five educational theorists of the middle nineteenth 
century, whose views have been summarised in this chapter, 
agreed in criticising the narrowness or formalism of existing 
educational institutions — especially as it was expressed in 
the elementary-school system of ‘payment by results.’ Even 
jMatthew Arnold could do only a little to mitigate that 
system in actual practice; and it was therefore more easy at 
the time to apply progressive theory in the sphere where 
State interference was least felt — i.e in the secondary 

^ From T. Hughes's intfoduction to Alton Locke. 
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school. Most conspicuous of those who attempted to do 
this was Edward Thring (iSai-Sy). He had been educated 
at Eton, where he experienced the horrors of ‘long Cham- 
ber.’’^ He afterwards went up to King’s College, Cambridge, 
and was ordained in 1846. He served as a curate at St. 
James’s Church, Gloucester, and taught in the national 
school of the parish. He also acted as examiner at Eton and 
Rugby, and for the Classical Tripos at Cambridge in 1858. 

After a period of private coaching at Marlow, which 
helped him (like Arnold at Laleham) to realise the importance 
of treating his pupils as individuals, he was appointed head- 
master of Uppingham in 1853. It was at the time a country 
grammar school with twenty-five boys and two assistant 
masters. In spite of difficulties with an obstructive govern- 
ing body, Thring rapidly raised Uppingham to the status of 
a public school with its numbers limited to about three 
hundred, so that the headmaster could know each boy 
individually. Financial problems were recurrent; but Thring 
was fortunate in his assistants, who helped him by building 
boarding-houses at their own expense and sharing the risks 
of the venture. He had tremendous driving force of per- 
sonality— ‘the enthusiast, Mr. Thring’, as Henry Sidgwick 
rather slightingly called him. He believed that “every boy 
is good for something. If he can’t write lambics or excel in 
Latin prose, he has at least eyes and hands and ears. Turn 
him into the carpenter’s shop, make him a botanist or a 
chemist, encourage him to express himself in music, and if 
he fails all round, here at least he shall learn to read in 
public his mother tongue and write thoughtfully an 
English essay.” So the curriculum must be broadened. 
Compulsory subjects like Classics, English, and mathe- 
matics were taken in the morning; but in the afternoon 
there was a wide range of optional subjects from which 

’See jupra, pp. zz and 91, 
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evety boy could choose ■^srhat interested him. These in- 
cluded modem languages, science, carpentry and metal- 
work, drawing and music. To the last-named subject Thring 
attached great importance, and with the help of one of his 
masters, Herr David, he built up a strong musical tradition 
in the school. He was a convinced believer in the educa- 
tional value of organised games. He started his headmaster- 
ship by taking part in a school cricket match and making 
fifteen “by some good swinging hits, to the great delight of 
my few pupHs.”^ He also had a gymnasium built, besides 
workshops and laboratories. He stressed the value of 
organisation — ^‘machinery,’ as he calls it. He realised what 
any experienced schoolmaster knows to be tme — ^that a 
well-organised school tends to be a good school as regards 
tone and discipline. “There is a large percentage,” he says, 
“of temptation, criminality, and idleness in the great schools 
— a moral miasma — ^generated by known causes, and as 
certainly to be got rid of even by mere mechanical improve- 
ments.”^ Therefore he believes in good buildings and equip- 
ment — ^the ‘almighty wall,’ as he calls it. “Never rest till you 
have got the almighty wall on your side, and not against 
you. Never rest till you have got all the fixed machinery 
for work, the best possible. The waste in the teacher’s 
workshop is the lives of men.”® He was fond of saying: 
“Honour the work, and the work will honour you”; and 
these are the words inscribed on a tablet to his memory in 
the school chapel at Uppingham. 

Thring regarded teaching as a skilled craft, and he was 
anxious that teachers should be interested in method. He 
puts forward his own suggestions in Education and School 
(1864) and in Theory and Practice of Teaching (1885). But he 
^d not advocate the establishment of training colleges for 

^ Parkin, Ufe and Letters of Edward Thring p. 79. 

* Op, at,, p. ai8. ^ Ibid, 
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secondary-school masters, for he was apparently not im- 
pressed by those already in existence for elementary-school 
teachers. He was also violently opposed to the Rsport of 
the Schools Inquiry Commission. He regarded it as “the 
heaviest blow education could have received.” It is obvious 
that he felt that the recommendations of the Commissioners 
woxild be inimical to the success of Uppingham.’- This was 
due almost entirely to the hard work and financial sacrifices 
of himself and his staff, and not to the efforts of the govern- 
ing body of the school. Thring even threatened to resign; 
but the Commissioners, recognising that his was a special 
case, gave way in large measure to him. But there was con- 
siderable alarm among some of the headmasters of endowed 
schools. While the Endowed Schools Bill was before 
Parliament, they held a meeting to consider the situation. 
Thring suggested that such a gathering should be held 
every year, and invited his fellow-headmasters to meet at 
Uppingham in December 1869. Thus was born the Head- 
masters’ Conference, which rapidly increased in size and 
importance and has ever since represented the ‘indepen- 
dent’ schools and remained suspicious of State interference. 
Finally, it should be noted tliat Thring was a keen advocate 
of higher education for girls and women and that he was the 
first public-school headmaster to start a school tnission in 
the East End of London. 

Thring interests us, not only because of his vivid and 
dynamic personality, but also because he is an exponent in 
practice of much of the progressive educational theory of 
his time. Like Matthew Arnold, he hates the cramping 
routine of ‘payment by results’ and the formal, illiberal con- 
ception of education which it illustrates; like Ruskin, he 
believes in the ennobling influence of a beautiful and 

^ He had even made a formal protest in writing against the teaching in his school 
being inspected. See Keport^ voL xvi, p. 13$* 
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ordered environment, and in the educative value of craft- 
work, art, and music; like Maurice, he realises the social 
function of education and the obligations of the wealthier 
classes towards their poorer brethren; like Kingsley, he is 
an advocate of muscular Christianity. To him physical 
training and games are an essential element in education, 
and he is certainly an exponent of the ‘hygienic’ movement. 
When an epidemic of typhoid, due to bad drainage, broke 
out in Uppingham, Thring did his utmost to get the 
lethargic local authorities to put things right, and he even 
stirred up the Local Government Board to act in the matter. 
In order to safeguard the health of his boys meanwhile he 
evacuated the school to Borth, on the shores of Cardigan 
Bay; and it remained there a whole year (1876-7), until it 
could return with safety to its original home. 



Chapter XVIII 

THE EDUCATION OF GIRLS AND WOMEN 


Queen's College und Bedford College. Women at Cambridge and Oxford. Miss 
Buss and Miss Beale. Secondary Schools for Girls. Co-cducation. 

The education of girls and women during the nineteenth 
century is not a self-contained subject. It is closely bound 
up with a larger movement which aimed at giving women 
greater economic and political freedom. It should be noticed 
that the educational side of this movement is concerned 
mainly with the daughters of the middle and upper classes 
— ^i.e. with university and secondary education. In the 
elementary system of the country girls had benefited 
equally with boys. This is true of private or common day 
schools, of monitorial schools and schools of industry, of 
national schools and British and Foreign schools, of board 
schools and voluntary schools. There was no question of 
female disabilities in this sphere of education, for girls had 
just as much — or, rather, just as little — chance as boys. But 
when one turns to secondary and higher education, the 
picture is a different one. The endowed schools and the 
Universities had been founded to ensure a sufficient supply 
of “fit persons to serve God in Churcli and State”; and it 
rarely seems to have occurred to pious founders that 
women could be included in that category. As late as the 
middle of the nineteenth century the Universities were 
closed to women, and there were no public schools and only 
a few endowed schools for girls. The Clergy Daughters’ 
School at Cowan’s Bridge had been founded in 1825 in an 
attempt to provide cheap education for girls; but if we may 
believe Charlotte Brontg, who was a pupil there,’' the girls 
were badly fed and badly taught. Such private secondary 
schools as did exist were for the most part inefficient and pre- 

^ It is pilloried as *Lowood' ia Jane Eyre. 
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tentious — ^though there -were exceptions. Many girls of the 
upper and middle classes did not attend a school, but were 
educated at home by governesses, often of Swiss, French, 
or German nationality — -wt meet them in the pages of con- 
temporary novelists. There was litde solidity or depth in 
the education which they gave.^ Much stress was sthl laid 
on behaviour and deportment, but physical exercises and 
games were scouted. In fact, ^ real aim o f a g irrs.,educa=. 
tion, so far as it went, was_tp_:^lce her superficially , attra^ 
live because, the only care er open to her was marriage; 
any solidity of instruction or seriousness of intent in 
education would not “become a young woman,” and the 
‘blue-stocking’ was a familiar figure of ridicule or even 
horror. 

However, a movement for reform was already stirring by 
the mid-century. It started from the direction of higher 
education, but it soon after affected secondary education. 
F. D. Maurice and Qiarles Kingsley were among the pro- 
tagordsts of the reform.* Maurice had a sister who was a 
governess. For this reason he became interested in the 
Governesses’ Benevolent Institution, which had been 
founded in 1843 to aid governesses who needed financial 
assistance. Their Swiss and German rivals were in many 
cases equipped for their educational work by a special 

^Cf. E. B. Browning, Aurora Letgi, bk. i: 

“I learnt the royal genealogies 
Of Oviedo, the internal laws 
Of the Burmese empire, — ^by how many feet 
Mount Chimborazo outsoars Teneriffc, 

What navigable river joins itself 
To Lara, and what census of the year five 
Was taken atKlagenfurt — ^because she liked 
A general insight into useful facts. . . . 

I (Sneed the polka and Cellarius, 

Spun glass, stuffed birds, and modelled flowers in wax, 
llSicause she liked accomplishments in girls.” 

The whole passage should be consulted. 

^ Ruskin mso strongly advocated a better education for girls. See Sesame and Ulies 
‘Of Queens* Gardens,* especially §§ 8o and 8i. 

E,B. — y'* 
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training and the possession of a teacher’s diploma; and it 
was hoped, therefore, that the Institution might also hold 
examinations for some similar qualification. But the stan- 
dard of educational attainment among potential candidates 
proved to be so low that it was evident tliat the first step 
would be to provide means for teaching the teachers. 
Maurice therefore enlisted the help of some of his brother 
professors at King’s College, London, and as a result 
Queen’s College was founded in Harley Street in 1848. It 
was rather loosely organised and did little more thati 
provide courses of lectures. Pupils were admitted as young 
as fourteen, but on the other hand there were women 
students of mature years. There was an evident desire to 
allay possible apprehensions that women might be over- 
educated. “We are aware,” said Maurice in his Inaugural 
Address, “that our pupils are not likely to advance far in 
mathematics, but we believe that if they learn really what 
they do learn, they will not have got what is dangerous, but 
what is safe. ... I cannot conceive that a young lady can 
feel her mind in a more dangerous state than it was, because 
she has gained a truer glimpse into the conditions under 
which the world in which it has pleased God to place her 
actually exists.”^ In the summer of 1855 Maurice also ran 
a course of 'Lectures to Ladies on Practical Subjects’ at the 
Working Men’s College. In the introductory address, given 
by Maurice himself, he outlines a ‘Plan of a Female College 
for the Help of the Rich and the Poor.’ Other lectures dealt 
with hospital and dispensary work, the country parish and 
district visiting, workhouses, sanitation, the law as it affects 
the poor. Maurice seems to have aimed at establishing a 
training centre for women who would volunteer for social 
work among the poor and nursing — ^those were the days of 

^ From Introiuetory Lecture on the Objects and Metfjods of QueenU College (March apth, 
1848); quoted by Zimmem, Renaissance of Girls* Education^ pp. 22-3. 
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Flotence Nightingale. Such women would undertake the 
work done by sisterhoods in Roman Catholic countries. 
Here, therefore, as well as in teaching, there would be 
opportunities of service to the community open to educated 
women. 

Meanwhile, in 1 849, Queen’s College had been followed 
by another college of the more orthodox type — Bedford — 
which was established in London and endowed by Mrs. 
Reid. It was an undenominational institution, and it took 
University College, London, as its model. In 1869, the year 
when Bedford College received its charter, the University 
of Cambridge instituted a Higher Local examination, open 
only to women candidates over the age of eighteen. This 
gave the students of such colleges as Bedford and Queen’ s 
something to aim at; for as yet there were no degrees open 
to women. In 1862, however, a proposal had been made to 
alter the charter of London University so as to admit women 
to graduation, and it was lost only by the casting vote of 
the ChanceEor. But Miss Emily Davies, who was a doughty 
champion of the education of women and girls, and who had 
been secretary of a committee which aimed at secu ri ng the 
admission of women to university examinations, succeeded 
iu starting a women’s college in a house at Hitchin (1869) 
and induced the University of Cambridge to let her students 
work degree papers. Three years after the opening of the 
institution three of its students had fulfilled the conditions 
required by the University for an honours degree, and all 
those who entered for the test of the previous examination 
attained the pass standard. In 1873 Mss Davies’s college 
was moved from Hitchin to Girton, two miles from Cam- 
bridge, and the foundress became its first ‘mistress.’ 

Side by side with Miss Emily Davies another pioneer was 
at work. Miss A. J. Clough, who had already run schools at 
Liverpool and Ambleside, was trying to organise courses of 
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lectures for women, given by university teachers, in various 
big towns in the North of England. It was an adumbration 
of the University Extension movement. Out of this grew a 
‘North of England Council for promoting the Higher 
Education of Women,’ of which Miss Clough became the 
secretary. Finally, with the help of the Cambridge philo- 
sopher, Henry Sidgwick, Miss Clough took charge of a 
house of residence for women students in the University 
town; and this became the germ of Newnham College, 
Cambridge, which was opened in 1875, with Miss Clough 
as its first principal. Its aims were rather different from 
those of Girton. Miss Davies wished her students to be 
admitted to the ordinary university examinations under the 
same conditions as the men; there should be no special 
examination or lower standard for women. But at Newn- 
ham there were special courses designed for women only 
and intended specifically to advance feminine culture. If 
the students took an examination, it would be the Cam- 
bridge Higher Local — a kind of inferior female substitute 
for the degree examinations which were open to men under- 
graduates only. Girton’s point of view prevailed, and 
Newnham eventually adopted it. Women’s claim to share 
the highest university studies with men was abundantly 
justified when students from their colleges could be 
bracketed equal with the senior classic or the senior 
wrangler. The force of this argument was too strong to be 
disregarded. In 1881 the Senate of the University of Cam- 
bridge formally admitted women students from Girton and 
Newnham to the Previous and Tripos examinations; a 
separate pass list was published and certificates were 
awarded to successful candidates. They were not, however, 
admitted to degrees or allowed to take the examinations for 
the ordinary degree. 

The movement for the university education of women, 



HISTORY OF ENGLISH EDUCATION 187 

so conspicuous at Cambridge, was gathering force else- 
where. In Oxford an ‘Association for the Education of. 
Women’ had been founded with the object of “establishing 
and maintaining a system of instruction having general 
reference to the Oxford examinations.”^ The outcome was 
the foundation of Somerville College and Lady Margaret 
Hall, both of which date from 1879. St. Hugh’s (1886) 
and St. Hilda’s (1893) were subsequently added. Mean- 
while, in 1878, London University, which was an examin- 
ing and not a teaching body, at last opened its degrees to 
women. As a concession to popular sentiment the first 
‘graduettes’ made their own hoods. When, between 1880 
and 1887, the federal Victoria University was formed from 
the union of Owens College, Manchester, and Yorkshire 
College, Leeds, it was permitted by its charter to admit 
women, as well as men, to degrees. In 1892 the four 
Scottish Universities followed suit, and so did the federal 
University of Wales in 1893. Their example has since been 
copied by Trinity College, Dublin, and all the newer English 
universities. It was not until 1920 that Oxford admitted 
women students to full university status. They are eligible, 
under the same conditions as men to be members of Con- 
vocation and Congregation, of the Hebdomadal Coimcil, 
and of any university board or committee. They can act as 
university examiners and hold university fellowships and 
scholarships. It is curious that Cambridge, where the main 
battle for the university education of women was fought 
and won, should be the only British university which still 
refuses fiiU academic status to women and grants them 
merely a ‘titular’ degree. 

We have now to trace the development of the secondary 
education of girls. Here again progress was due primarily 
to the determination of a few women of outstanding pet- 

1 See A. M. A. H, Rogets, Degrees ly Degrees^ chap. i. 
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sonality. Fiances Mary Buss (1827-95) began her career as 
a teacher in a private school run by her mother. She also 
attended evening lectures at Queen’s College. Her school 
increased rapidly in numbers and developed into the North 
London Collegiate School. Although still a private venture, 
it was put under the superintendence of the vicar and clergy 
of St. Pancras; but in 1871 Miss Buss transferred her 
property in the school to a body of trustees and it thus 
acquired a ‘public’ character. At Queen’s College she was 
contemporary with another pioneer of girls’ education — 
Dorothea Beale (i85i-i9o6).’’ Miss Beale remained at 
Queen’s College giving some help in the teaching of 
mathematics; but after a not very happy year on the staff of 
the Clergy Daughters’ School she was appointed, in 1858, 
headmistress of Cheltenham Ladies’ College, which had 
been founded five years previously. Cheltenham was already 
becoming a favourite place of residence for retired people 
in easy circumstances, who sent their boys to Cheltenham 
College, which dates from 1841. But they had daughters as 
well as sons, and the Ladies’ College was a kind of female 
counterpart of the boys’ school, just as Queen’s and Bedford 
had found their prototypes in King’s and University. Miss 
Beale realised that girls, no less than boys, needed a solid 
education; it was not for nothing that she had been a tutor 
in mathematics. At first there were difficulties; parents 
objected to the thoroughness of the teaching and well- 
qualified mistresses were hard to come by. But Miss Beale 
won through. She had not merely a keen intellect, but also 
a deep religious sense and great ability as a teacher. All this 
in due course bore fruit abundantly. By 1864 there were 
150 pupils and a boarding-house had been opened; by 1883 
there were 300 girls and ten boarding-houses. Miss Beale 

^ They did not actually meet till many years later — see her letter to Sir Joshua 
Fitch in Raikes, Dorothm 'Bmk of ChdUmm^ P* 
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lived to see Cheltecliam developed into an educational 
institution which was fat more than a secondary school. 
It comprises several departments, all under the direction of 
the Principal. One of them prepares senior students for 
school and higher certificates, and university scholarships. 
Below this is a secondary school for girls between the ages of 
twelve and sixteen. Below this again are junior departments 
and a kindergarten. Thus the whole range of education is 
covered in one and the same institution. Moreover, St. 
Hilda’s College was founded primarily as a hall of residence 
for those old girls of Cheltenham who wished to proceed to 
Oxford. The institution as a whole, though it has since in 
some respects been imitated, was without precedent in our 
educational history. 

• It was not only through the example of their schools that 
the influence of Miss Beale and Miss Buss was felt. When 
the Schools Inquiry Commission was investigating the 
provision of education for girls, they were both invited to 
give evidence before it; and Miss Davies was also interro- 
gated. They made the most of their opportunity. Eight 
Commissioners alsoinvestigated riie girls’ schools in selected 
districts. Their conclusions emphasise the value of the work 
upon which Miss Beale and Mss Buss were engaged. “It 
cannot be denied,” says the Report o£ the Commission, “that 
the picture brought before us of the state of Middle-Class 
Female Education is, on the whole, unfavourable. The 
general deficiency in girls’ education is stated with the ut- 
most confidence, and with entire agreement, with whatever 
difference of words, by many witnesses of authority. Want 
of thoroughness and foundation; want of system; sloven- 
liness and showy superficiality; inattention to rudiments; 
undue time given to accomplishments, and those not taught 
intelligently or in any scientific manner; want of organisa- 
tion — ^these may sufficiently indicate the character of the 
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complaints we have received in their most general aspect.”^ 
One of the Commissioners adds : “We find, as a rule, a very 
small amount of professional skill, an inferior set of school- 
books, a vast deal of uninteresting task work, rules put into 
the memory with no explanation of their principles, no 
system of examination worthy of the name, a very false 
estimate of the relative value of the several kinds of acquire- 
ment, a reference to effect rather than to solid worth, a ten- 
dency to fill or adorn rather than strengthen the mind.”* 
The blame lies largely with the parents, who tend to believe 
that “girls are less capable of mental cultivation, and less in 
need of it, than boys; that accomplishments, and what 
is showy and superficially attractive, are what is really 
essential for them; and in particular, that as regards their 
relations with the other sex and the probabilities of marriage, 
more solid attainments are actually disadvantageous rather 
fTi<tn the reverse.”* It was therefore recommended that “in 
every town large enough to be worthy of a grammar school” 
there should also be a day school for girls under public 
management and with moderate fees. A more solid course 
of instruction should be adopted, including mathematics 
and, where possible, Latin. Moreover, there should be 
institutions “designed to hold, in relation to girls’ schools 
and home training, a position analogous to that occupied by 
the Universities towards the public schools for boys.”* This 
would make possible an adequate supply of properly 
qualified women teachers. “It is from the advent of more 
hi ghly educated teachers that the first improvement in the 
education of girls is to be hoped for.” 

The agitation for an improvement in, and greater facili- 
ties for, the secondary education of girls led to a clause in 

^ Report of Schools Inquiry Commission, voL i, pp, 548-9. 

* Op, cii,, p. 552. 

® Op. cit, pp. 546-7. 

^ Op. cit, p. 562; and ace also ^Memoriar in vol. ii, pp. I94"7* 
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the Endowed Schools Act of 1869, which laid it down that 
“in framing schemes under this Act, provision shall be made 
as far as conveniently may be for extending to girls the 
benefits of endowments.”^ Miss Alice Zimmern ^s this 
clause ‘the Magna Carta of girls’ education.’ To facilitate 
this requirement of the Act there was formed an Associa- 
tion for Promoting the Application of Endowments to the 
Education of Women. It offered to assist trustees of schools 
and other persons interested in education, by supplying 
information and suggesting plans whereby available funds 
might best be applied to the education of women. Ob- 
viously, it was die girls of the middle classes who most 
needed educational facilities, because the passing of the 
1870 Act brought State-aided schooling within the reach of 
the poorer children of both sexes indiscriminately. Where, 
therefore, the funds of educational trusts were not exhausted 
by existing boys’ schools, new schools for girls were set up, 
or old ones revived, out of the surplus. One of the first was 
at Bradford, where part of the old grammar-school endow- 
ment was appropriated “to supply a liberal education for 
girls by means of a school or schools within the borough of 
Bradford.” That is typical. Similar schools were founded at 
Bedford, Birmingham, Rochester, and many another town, 
large and small. St. Olave’s and Dulwich saw the rise of 
sister schools on the same foundation, Christ’s Hospital, 
though definitely founded in the time of King Edward VI 
for the benefit of children of either sex, was educating only 
twenty-two girls* as against 1,224 boys when it was inves- 
tigated by the Schools Inquiry Commissioners in 1865. In 
spite of the Act of 1869, there was some delay in putting 
into operation a long-overdue reform of the foundation; 
and even to this day fewer girls than boys benefit from it. 


1 Endowed Schools Act, 1869, § 12. 

^ The number dropped to eighteen in 1867. 
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The Endowed Schools Commission worked slowly — 
perhaps this was inevitable — and many of the schemes took 
some time to put into operation. This stimulated private 
enterprise to step in in order to supplement its efforts, 
which in any case were limited to existing endowments. 
One of the outstanding figures in this field of activity was 
Maria Grey (Mrs. William Grey), who had been a can- 
didate for election to the newly formed London School 
Board and who was secretary of the Women’s Educational 
Union.i In 1872 this body put forward a scheme for a 
“Public Day School for Girls, in the South-Western district 
of London, the funds for which will be raised in shares of 
£$ each, by means of a limited liability Company, capable of 
extending its operations hereafter in various directions, 
wheresoever schools are wanted.”^ This was the origin of 
the Girls’ Public Day School Trust. It was a commercial, as 
well as an educational venture, though its dividends have 
never been high. The aim was to make the building and 
running of the schools “absolutely self-supporting.” The 
movement rapidly gathered strength, and it secured an 
imposing number of illustrious supporters under the presi- 
dency and patronage of Princess Louise, fourth daughter of 
Queen Victoria. The first school was opened at Chelsea,® 
and it started work early in 1 873 . Another school at Croydon 
followed in 1874. By 1891 thirty-six Girls’ Public Day 
Schools had been founded, and they were situated, not 
only in London and its neighbourhood, but also in many of 
the chief provincial towns of England. They did not all 
survive, but twenty-three of them still carry on the work. 
They were modelled to some extent on Miss Buss’s North 

^ It$ full title was ‘The National Union for the Education of Girls of all ^sscs 
above the Elementary^ — ^i.e, those for whom provision had not been made by the 
Act of 1870. See Magnus* JiMee Book, of iU p. 14. 

* Magnus* Jubilee Book of the G,P,D*S.T*, 1873-1925, p* 16, 

* Its site was afterwards changed, and it is now the Kensington High SchooL 
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London Collegiate School; and they also adopted a scheme 
initiated by Miss Beale at Cheltenham — ^that of having the 
main lessons in the morning, and giving up the afternoon 
to what are still sometimes regarded as ‘extras’ — e.g. music 
and art. Kindergarten work has also been an integral part 
of the business of the G.P.D.S.T. schools; while the Clap- 
ham High School also organised courses of tr ainin g for 
teachers. A similar trust to promote the secondary educa- 
tion of girls, but on definitely Church of England lines, was 
the Church Schools Company, started in 1883. It was less 
successful than its prototype, but it still exists and main- 
tains seven schools. 

One of the by-products of the extension of schooling 
for girls has been a development of co-education in the 
field of secondary education. At the time of the Schools 
Inquiry Commission there was already in existence at Up- 
hoUand, in Lancashire, a small endowed school which had 
girls as well as boys among its pupils; but the 'Export com- 
ments on this arrangement as being most unusual. Private 
co-educational schools for middle-class children were not 
unknown as early as the fifties and sixties of last century. 
In 1875 Lady Barn, one of the most interesting and effec- 
tive schools of this type, was founded on the outskirts of 
Manchester by W. H. Herford and his wife.^ The existence 
of such schools as these gave a filip to the foundation of new 
mixed secondary schools. Especially after the Act of iqoz. 
local authorities found that they were cheaper and more 
efficiently run in areas of small or scattered population than 
two small separate schools for boys and for girls. By 1919, 
out of 1,080 secondary schools recognised as efficient, 224 
were mixed. It is only after the event that educational 
administrators tend to justify co-educational schools on the 
grounds of high principle; but it should be remembered 

^ See Hicks, ILady Barn House and the Work of W, H. Herford* 
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that co-education has always been practised to a greater oi 
less degree in the elementary schools of this country, and 
no one has shown undue alarm. Its advance in the sphere of 
secondary education within recent years has been due not 
simply to financial considerations on the part of local 
authorities, but also to the private enterprise of those who 
believed in it on educational grounds.’ We now even have 
schools like Bedales (near Petersfield), St. George’s, Har- 
penden, and Frensham Heights, organised on public-school 
lines as boarding schools for both boys and girls up to the 
age of eighteen. 

^ An account of some of the more important co-cducational ‘progressive^ schools 
is given in Tiie Modern Schools Handbook (ed. Bkwitt). 
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EDUCATION DURING THE LATTER PART OF 
THE NINETEENTH CENTURY 



Chapter XIX 

ELEMENTARY EDUCATION DURING THE 
SCHOOL BOARD PERIOD 

Progress of the School Boards. The Satidon and ^tvlndcIlil Acts. The Influence 
of Frocbcl. The Cross O mint iss ion. 

We turn now to elementary education which we left at 
the passing of the 1870 Act. This, as has been said, was a 
compromise, because it accepted the existing voluntary- 
system and ‘filled up the gaps’ by providing secular schools 
where they were needed. Most of the school boards 
followed the example of the London School Board in 
making undenominational Bible teaching compulsory, on 
the lines suggested by Huxley, though they were not bound 
by the Act even to do this. Thus the ‘religious difficulty’ 
still continued and was emphasised by the triennial school 
board elections, which were often fought out with great 
bitterness. The provision of places in voluntary schools was 
greater than in board schools, though each was stimulated 
by the rivalry of the other. In 1880, out of 17,614 elemen- 
tary schools, r4,i8i were voluntary and 3,433 under school 
boards; but the board schools tended to be better equipped, 
larger, and more efficient, and the voluntary schools found 
the strain of competing with institutions aided by the rates 
heavier and heavier. The disproportion gradually decreased, 
but as late as 1897 the number of children in voluntary 
schools outnumbered those in board schools; and by 1900 
they were still 46 per cent, of the total elementary-school 
population. 

The 1870 Act had not made education compulsory, 
though it had compelled the school boards to provide 
schools where there were ‘gaps.’ School fees were still to 
be paid, but the Act had given school boards the power — 
if they wished to use it — to compel attendance by making 

ig6 
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by-laws to this effect. Fees of necessitous children could 
be remitted. Thus there remained the point of controversy 
as to whether elementary education should be universally 
enforced. The London School Board, soon after its 
formation, passed a by-law for compulsory school atten- 
dance of children between the ages of five and thirteen, 
with exemption to children over ten, who had passed Stan- 
dard V, and half-time exemption to younger children who 
were adjudged to be ‘beneficially and necessarily at work.’ 
Other school boards in the large towns passed similar by- 
laws, but the country school boards were reluctant to apply 
compulsion. By 1876 50 per cent, of the whole population 
was under compulsion, but in the boroughs the percentage 
was as high as 84. It should be remembered that a series 
of Factory and Mines Acts had for some time past made 
a modicum of school attendance a compulsory condition 
of the employment of children. The Factory Act of 1844, 
which was still in force in 1 870, made it possible for children 
over the age of eight to be employed in factories and work- 
shops half-time; when they reached the age of thirteen 
they could become full-time workers. A Factory Act of 
1874 raised these ages to ten and fourteen. Thus for 
children below these ages and in employment education 
was compulsory, though no standard of education was 
prescribed. It was an unsatisfactory and confusing 
situation. A Factory and Workshops Act Commission, 
which repotted in 1876, expressed the view that special 
legislation for the benefit of factory children was bound to 
be unsatisfactory; and it went on to say : “We consider that 
justice, expediency, and consistency alike require that the 
attendance at school of all children should be enforced by 
law, whether they are at work or not.’’^ The problem of 
irregular attendance was also involved. The Act of 1870 

^ Keport of Factory and Workshops Act Cominissioa (1876), Ivii. 
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had empowered school boards to appoint officers to enforce 
school attendance in areas where by-laws to this effect had 
been made. Lord Sandon’s Act of 1876 set up school 
attendance committees in districts where there were no 
school boards. It also laid upon the parent the duty of seeing 
that his child should receive “efficient elementary instruc- 
tion in reading, writing, and arithmetic”;’- penalties for 
neglect were provided. Thus the Act did imply compulsory- 
education, although it did not compel the parent to send his 
child to school. At the same time it forbade the employment 
of any child under the age of ten, or of any between ten and 
fourteen, who had not reached certain specified educational 
attainments But there were loopholes. Children living more 
than two miles from a public elementary school were exempt 
from the provisions of the Act, and in rural areas they 
could be excused from attendance at school for a period up 
to six weeks in order to help with agricultural work. The 
employment of children out of school hours was also not 
forbidden. Sandon’s Act increased the Education Depart- 
ment’s grant so as to make it possible for voluntary schools 
to meet the increasing cost of education. It was followed by 
Mundella’s Act of 1880, which compelled all school boards 
and school attendance committees which had not already 
framed by-laws to enforce compulsory attendance to repair 
the omission. By it school attendance was made obligatory 
for all children between the ages of five and ten. Exemptions 
based on proficiency or attendance could be obtained up to 
fourteen. Thus the question of compulsion was at last 
settled, but fees were not at the same time entirely abolished 
and school pence continued in some cases to be paid, 
especially in the voluntary schools. With the introduction 

^ Blmmtary Bducation Act, 1876, § 4. 

* Standards of proficiency in the tHrcc for the purpose of a certificate enabling 

a child to be employed were laid down in the First Schedule to the Act, 
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of compulsory schooling, it naturally became increasingly 
difficult to collect them. In 1 891, therefore, a special fee-grant 
of I or. a head was introduced, and this measure made 
elementary education virtually free; other provisions 
secured that there should be no areas which were entirely 
without free schools. The Fisher Act of 1918 finally and 
definitely abolished fees in elementary schools. 

The evolution of a system of compulsory and gratuitous 
education is of great importance, but its significance should 
not be overestimated. Its value depends on the connotation 
given to the term ‘education.’ Even after the Mundella Act, 
the exemption by-laws varied considerably from one district 
to another. Standards of proficiency also varied; in some 
areas compulsory attendance ended at the age of ten, else- 
where at eleven or twelve. It was not always easy for officials 
to check irregular attendance, and in some cases children 
even succeeded in leaving school before the prescribed age. 
Truancy also was rife in some quarters, and, as grants were 
calculated partly on a basis of attendance, there was a tempta- 
tion to teachers to falsify registers. ‘Payment by results’ did 
not disappear until 1897, but even as early as the seventies 
some mo^fications were made in the Code, and these some- 
what mitigated its harshness. In 1875 children were 
allowed to qualify for grant on the result of examination, 
not only in ‘obligatory’ subjects — ^the three ‘R’s’ — ^but also 
in ‘class’ subjects taught throughout the school above 
Standard I. These included, for example, history, geography, 
and elementary science. Later the examination in obligatory 
subjects was required only of sample groups comprising 
not less than a third of the pupils of a school; while in 1893 
even this attenuated form of examination was replaced by 
an inspection. But so long as it lasted — and particularly in 
its earlier days — ^the system had deleterious effects, and 
education in voluntary and board schools alike suffered by 
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it. The passing of the 1 870, 1 876, and 1880 Acts had caused a 
large influx of new pupils into the elementary schools. 
Many of these children were utterly ignorant. They clogged 
up the schools and yet had to be coached and crammed for 
grant-earning purposes, instead of being dealt with accord- 
ing to their needs. All this encouraged mechanical rote- 
teaching. Moreover, the Revised Code of 1862 had cut off a 
supply of well-trained pupil-teachers, and that implied a 
deterioration in the quality of the teaching staff in elemen- 
tary schools. The actual proportion of pupils who managed 
to qualify for grant even in the three ‘R’s’ was surprisingly 
small; it was about 25 per cent, of those examined in 1874 
and roughly the same in 1880. 

None the less, there was some gradual improvement in 
the education given in public elementary schools. The 
general level of work was raised, and in 1882 a Seventh 
Standard was added. The Code of that year also assessed 
grants on the average attendance of a school and not on 
individual pupils. The method by which the total amount 
was estimated is rather complicated, but the sum included 
a fixed grant and a ‘merit’ grant. This latter was decided by 
the inspector’s report of ‘fair,’ ‘good,’ or ‘excellent,’ “in 
respect of (i) the organisation and discipline; (2) the in- 
telligence employed in instruction; and (3) the general 
quality of the work, especially in the elementary subjects.” 
The bulk of the grant still depended on the examination 
results together with the ‘merit’ grant, which itself was in 
practice estimated largely by the examination; but a separate 
arrangement was made for infant schools where examina- 
tion determined only a small proportion of the grant. The 
general result of these measures was that a well-supported 
and well-staffed school could earn high grants; but a poor 
school, with irregular attendance and inferior teachers, 
could qualify only for low grants and was therefore doubly 
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penalised. The board schools, which could rely on rate aid, 
were as a rule in a stronger position than the voluntary 
schools. The best teachers tended to go to the board schools 
because these could offer better pay, and this was one 
reason for hostility towards such schools on the part of the 
supporters of voluntaryism. It is also true to say that in 
spite of its amendments the 1882 Code made for formalism 
in the schools for older children, but this was less m arke d 
in the infant schools because the system of ‘payment by 
results’ was less potent in them. 

There was another influence which was beginning to 
affect the education of younger children. It was due to 
Froebel, whose educational principles — often, perhaps, 
much misunderstood — ^began to be applied in English 
schools from about the seventies onwards. Froebel (1782- 
1852) was a German and a disciple, though not an un- 
critical one, of Pestalozzi. To him the child is an organism, 
and education is the development of that organism. “The 
vigorous and complete development and cultivation of each 
successive stage depends on the vigorous, complete, and 
characteristic development of each and all preceding stages 
of life.”^ This development is spontaneous ; Froebel calls it 
“self-activity.” Pestalozzi in his doctrine of Anschamn^ 
had over-emphasised receptivity; Froebel insists that obser- 
vation must be combined witlx ftee expression. Thus the 
educator’s part is not to interfere and prescribe, but to 
oversee and protect. The child’s natural activity expresses 
itself in play. Thus childhood’s play is not mete sport or 
amusement; it is full of meaning and serious import. “The 
plays of childhood are the germinal leaves of aU later life. 
Play is the purest, most spiritual activity of man at this 
stage, and, at the same time, typical of human life as a whole 

^ Froebel, The Education of Man (trans. Hailmaon), p. 28. 

® See p. 45. 
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— of the innp-r hidden natural life in man and all things.”^ 
To Froebel the school’s function is to encourage this 
natural development, and his view is illustrated by the 
fipmp. he gave to it — ^the 'Kindergarten. This does not mean, 
as seems sometimes to be assumed, a garden in which the 
children play, but one in which the children are the plants, 
and where the teacher is the gardener who helps them to 
develop most effectively along the lines laid down by nature 
and not by the gardener himself. To encourage self-expres- 
sion through pky, Froebel introduced certain pieces of 
apparatus which he called ‘gifts’ and for which he claimed 
virtues which they probably do not possess. 

As early as 1854 a private kindergarten was started in 
Bloomsbury by one of Froebel’s disciples. The movement 
progressed very slowly, but during the next twenty years a 
few more schools of the type were opened in other parts of 
London and in some of the provincial towns. They were 
confined to children of well-to-do parents. But in 1874 a 
Froebel Society was founded, largely through the instru- 
mentality of Maria Grey, who had done so much to bring 
the Girls’ Public Day Schools into existence. A kindergarten 
was attached to one of these schools — ^the Croydon High 
School — and before long a department of this kind became 
an essential part of every school belonging to the Trust. 
The movement now spread rapidly. Kindergartens — or 
schools calling themselves by this name — ^were largely 
private schools for the young children of middle- and 
upper-class parents who were unwilling to send them to 
the public elementary schools. They varied very greatly in 
efficiency, but (as the writer can testify from personal ex- 
perience) some were very good, and FroebeHanism, however 
misunderstood, was the basis of theirwork and organisation. 
But it was less easily adaptable to the conditions in the in- 

^ The Edmation of Man, p. 55. 
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fants’ departments of public elementary schools, even after 
they had been delivered from the worst effects of ‘payment 
by results.’ There, as Adamson says, “Froebelianism 
remained a misunderstood exotic.”^ The main business of 
such schools was still to teach the three ‘R’s.’ ‘Kinder- 
garten’ appeared on time-tables as a kind of extra subject, 
alongside of the more orthodox ones, in order to brighten 
the curriculum and afford some relief. That, of course, 
was very far from what Froebel intended. Writing early 
in the present century, Raymont says: “We do him a very 
questionable honour when we start children of four or five 
dong the uninviting paths that lead to mastery of the three 
‘R’s,’ reserving a place in the time-table for exercises labelled 
‘Kindergarten’. . . When [the infant school and the private 
kindergarten] place the stress on teaching rather than on 
physical and moral culture, and when they are conducted 
by persons unacquainted with the true principles of infant 
training, their value resides chiefly in the fact that they keep 
the children out of worse mischief.”* Nevertheless, Froebe- 
lianism, even where it was misunderstood and misapplied, 
brought something of value into the education of young 
children. There were happy and progressive infant schools 
even in the eighties of last century. As the principles 
which Froebel enunciated have been better understood, 
mote carefully developed, and more completely applied, 
such schools have been multiplied. Today our infant 
schools form one of the most effective and encouraging 
parts of the English educational system. 

In 1886 a Royal G>mmission, with Sir Richard Cross 
(afterwards Lord Cross) as chairman, was appointed to take 
stock of the working of elementary education since the 
1870 Act. In 1888 it issued a majority and a minority 


^ Adamson, EftgUsB Educatiofi, 1760-1902, p. 340. 
* Raymont, The Prtftdpks of Educafm, p- 31. 
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report; but although there was noticeable difference of 
opinion, a considerable measure of agreement was secured 
on some important points. The Commissioners say that they 
"are unanimously of opinion that the present system of 
‘payment by results’ is carried too far and is too rigidly 
applied, and that it ought to be modified and relaxed in the 
interests equally of the scholars, of the teachers, and of 
education itself.”^ Both parties feel that there should be an 
extension of “school provision, with better buildings and 
adequate playgrounds. The age limit for exemption from 
attendance should also be raised. There should be greater 
facilities for the training of teachers; training departments 
should be established in university colleges and day 
students admitted to training colleges. The inspectorate 
should be opened to elementary-school teachers. More 
stress should be given to science teaching and to manual 
and technical instruction. It was on the religious issue that 
the division of opinion between the two 'Ksparts was 
largely manifested. The majority were supporters of the 
voluntary system. They urged that voluntary effort should 
have equal right with the school boards to “fill up the 
gaps,” and that, in order to achieve this, voluntary schools 
should be aided from the rates.* They wished to see the 
Cowper-Temple clause withdrawn, so that it might be 
possible to give denominational teaching in board schools. 
The minority believed that there should be an undenomina- 
tional school available for every child whose parents 
wanted it. No rate aid should go to voluntary schools, 
because this should be accompanied by complete public 
control. The school boards had a prior right to supply 
deficiencies in school provision, and their schools had 
alr^dy proved their superiority over those of the volun- 

1 "Bind B^port, part viL § 162. 

* Op. city § 183. 
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tary bodies.^ Another point of disagreement concerned the 
meaning of ‘elementary’ education and the extent to 
which it was being financed. Some school boards were 
already running ‘higher-grade’ schools which were in effect 
secondary schools and, as such, were doing excellent work. 
But the Cross Commission majority were alarmed that such 
schools should be financed by public money, because in them 
“a portion of the cost of the education of the children of 
wedthier persons would be defrayed out of the rates.”® 
The minority saw no harm in such a situation, but it should 
be recognised and regularised. A system of higher elemen- 
tary schools, as distinct from secondary schools of the 
normal type, was needed, and these should be aided by 
public funds. This assistance should not be restricted to the 
existing elementary schools, which did not keep pupils be- 
yond the age of fourteen. 

The division of opinion among the members of tide Cross 
Co mmis sion, though it reflected the divergence of views on 
education among the public at large, weakened the force of 
the recommendations that were made. Steps were, however, 
taken to give effect to some of its suggestions. The Code of 
1890 abolished grants in respect of the three ‘R’s,’ and this 
was a heavy blow to the system of ‘payment by results.’ It 
was retained only for ‘class’ subjects and specific subjects, 
such as elementary science and physical geography, taught 
to older children. To quote Sir George Kekewich, who was 
the Secretary of the Education Department at the time, the 
aim of the 1890 Code was “to substitute for the bald teach- 
ing of facts, and the cramming which was then necessary 
in order that the children might pass the annual examina- 
tion and earn the grant, the development of interest and 
intelligence, and the acquirement of real substantial know- 

1 Op. cit., p. 340. 

2 Op. cit.j part vii, § 129. 
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ledge Another important outcome of the Cross Com- 
mission was the establishment of day training colleges in 
universities and university colleges. These date from 1890. 
By 1900 there were sixteen of them, and the majority of 
their students were reading for degrees. 

^ Quoted by Frank Smith, A Hisfoty of English Elementary Education (1760-1902), 
pp. 331-2. 



Chapter XX 

TECHNICAL AND FURTHER EDUCATION 

The Devonshire Commission and its Results. ‘South Kensington" Gtants. The 
Polytechnics. Evening Classes. University Extension and Settlements. 

While the Continent was in confusion during the Napo- 
leonic wars and the years which followed them, England 
had been developing her textile industries, her metal 
manufactures, and her mines. Thus she was able to turn to 
best advantage the invention of machinery for spinning 
and weaving, and the application of steam-power. As she 
had been first in the field, the only way by which her 
Continental rivals could overcome thek handicap was by 
developing the skill of theic workers. When the Great 
Exhibition was held in Hyde Park in 1851, it became 
apparent that this country was losing its lead, and in some 
respects falling behind other nations. The result was a 
demand for the technical instruction of workers and a 
development of the teaching of science. This, of course, 
had been the original aim of the mechanics’ institutes; 
but, as has been pointed out, the character of most of them 
had tended to change. One of the results of the Great 
Exhibition had been the foundation in 185 3 of the Science 
and Art Department,^ which certainly did much to guide 
and encourage the teaching of scientific subjects; but it was 
less successful in co-ordinating the teaching of science with 
technology— i.e. in showing how science could be applied 
to industry; and that, after all, was the crux of the matter. 

A commission, under the chairmanship of the Duke of 
Devonshire, was appointedin i87o;during thefoilowingfive 
years it issued a series of reports which gave a full account 
of the work of existing institutions giving scientific instruc- 
tion; it also disseminated information on the progress in 

^ Set supra^ p, 158. 
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tedmology which was being made in foreign countries. In 
1877, therefore, the Livery Companies of London, which 
for centuries had been interested in education, formed a 
committee to prepare a scheme for a system of technical 
education. The outcome of this was the foundation of the 
City and Guilds of London Institute. Its object was to 
“provide and encourage education adapted to the require- 
ments of all classes of persons engaged, or preparing to 
engage, in manufacturing or other industries.”^ Its interest, 
therefore, was definitely in applied science. The Institute 
encouraged and subsidised evening classes for artisans and 
held examinations in technical subjects. Under its auspices 
also the Finsbury Technical College was opened iu 1883. 
It was designed as “a model trade school for the instruc- 
tion of artisans and other persons preparing for intermediate 
posts in industrial works.”* Courses were held both in the 
evening and the day-time. They included not only basic 
subjects, like mathematics, science, and drawing, but also 
applied subjects, such as building, engineering, and design. 
The College became a pattern for technical colleges else- 
where. In 1884 a large Central Technical College was 
opened in South Kensington; it specialised in engineeriug. 
Other colleges were opened in the industrial towns of 
Northern England and were to a large extent financed by 
local manufacturing firms. In some cases (e.g. at Man- 
chester) they were developed out of an existing mechanics’ 
institute which had avoided the general decline and pre- 
served something of its original purpose and function. 

All this activity was foUowed by the appointment of 
another Royal Commission on Technical Instruction which 
reported finally in 1884. It gave an account of the facilities 
for technicalinstruction which were available in this country, 

^ Second Rtpori of the Royal Commissioners on Technical Instruction (1884) 
voL i, p. 401. 

* Op, cif., p, 403. 
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and, as the Commissioners had also carried out investiga- 
tions on the Continent and in America, they "were able to 
draw the contrast. They saw the need for technical colleges 
of high standard, like the Polytechnikum at Zurich; but 
they realised that this was only part of the problem. Tech- 
nical education was not a thing apart, but was closely bound 
up with other forms of education. The Commission em- 
phasised the need for good secondary schools of the 
‘modem’ type — they probably had in mind the ‘third- 
grade’ class of school advocated by the Taunton Com- 
missioners; and they advised that local authorities (i.e. the 
school boards) should be empowered to establish and 
maintain suchschools.^ Similar recommendations were made 
by the Cross Co mmi ssion. The Technical Instruction Act of 
1889 did something to give effect to these suggestions. It 
gave local authorities the power to levy a penny rate in 
order to “supply or aid in supplying technical or manual 
instruction.”® But it is noteworthy that these authorities are 
no longer the school boards. The Local Government Act 
of 1888 had brought into being the County and County 
Borough Councils, and it was to these that the power to aid 
technical education was given. They were to appoint Tech- 
nical Instruction Committees which were to be represented 
on the governing body of any school, college, or institution 
which gave the instruction. All this implied that for the 
first time education other than elementary could be legally 
aided from the rates, and also that a branch of education was 
put into the hands of representative bodies elected for the 
general purposes of local government. These are moves of 
great significance in the Ught of the subsequent develop- 
ment of our national educational system. 

The Technical Instruction Act was permissive, but it was 

"^Second Report of the Royal G^mmiisioners on Technical Instruction, vol. i, p. 538, 

^For a definition of these terms sec § 8 of the Act. 
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largely adopted by the new Councils. They began to 
provide technical instruction in day and evening classes, 
and this work led up to more advanced courses in tech- 
nical colleges, such as the City and Guilds of London Insti- 
tute. The movement received assistance from a windfall 
which came in 1890. In that year a sum had been set aside 
to compensate publicans whose licences had not been 
renewed. It was an annually recurring contribution from 
the Customs and Excise. This “whisky money,” as it was 
called, was diverted by Parliament to local authorities for 
assisting technical education or for the relief of rates, at 
their option. Most of them were sufficiently public-spirited 
to devote it to the first of these purposes. But the money 
was administered by the South Kensington Science and Art 
Department, which tended to be more interested in science 
than in technology. Thus, although the ‘whisky money’ 
did benefit technical instruction, it tended to be spent more 
on the encouragement of the teaching of pure science and 
less for the purposes for which it had originally been 
intended. 

The mechanics’ institutes were in some sense the fore- 
runners of the technical colleges which began to develop in 
the latter part of the nineteenth century. But, as has been 
seen, they tended in many cases to fail of them original aim 
because they provided not so much vocational training for 
working men as general educational and social facilities for 
members of the lower middle class. Thus they may perhaps 
be regarded more appropriately as the prototypes of several 
other kinds of institution for continuative education which 
became available during this same period. Chief among 
these are the polytechnics. Their aim was primarily educa- 
tional. The best known was started by Quintin Hogg and 
moved to Regent Street in 1 8 80. He aimed at “the instruction 
of artisans and clerks in the principles and, to some extent, the 



fflSTORY OF ENGLISH EDUCATION 211 

ptactice of thekbteadwinniiig pursuits.’’^ The fees were low, 
and the classes— run mainly in connection with the City and 
Guilds Institute — ^includedinstructioninbricklaying, plumb- 
ing, electrical work, watch-making, photography, printing, 
and tailoring. But the Polytechnic also developed a strong 
social side. The whole movement received considerable 
impetus as the result of the Qty Parochial Charities Act of 
1883. This Act released the accumulated charitable funds 
of most of the London parishes, totalling about £30,000 a 
year, to provide open spaces and free libraries and to pro- 
mote polytechnics. A central governing body was estab- 
lished to supervise them, and when the London County 
Council came into existence as the result of the Local 
Government Act of 1888, it took over this work. Extra 
contributions came firom City companies and private 
benefactors, and other polytechnics were established in 
different parts of the metropolis. The polytechnics have 
developed a wide range of activities — ^they run secondary 
schools and technical schools; they have domestic science 
and trade classes ; they provide general educational courses 
for pupils engaged in work duriug the day; they have day 
technical classes for more advanced students; and they 
even prepare for university degrees. They are, in fact, as well 
as in name, polytechnics, for they teach ‘many arts’ ; and they 
have developed far beyond their original purely industrial 
aim. 

The work of evening schools of various types was an 
important form of further education. They had been in 
existencefor manyyears. Some of them were held in elemen- 
tary schools and taught elementary subjects. Since 1853 
they had earned grants, like any ordinary elementary school, 
in respect of their pupils who passed the examination in the 
three ‘R’s.’ They were,in fact, a means of givingelementary 

^_See E. M. Hogg, ^ogg> c±iap. vL 
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education to older persons whose schooling had been 
neglected.^ But after 1870 these conditions were gradually 
modified. The Cross Commission^ although it realised that 
the need stiU existed, felt that it was diminishing. It there- 
fore looked to the evening classes of the future to be pre- 
liminary to institute classes, science and art classes, and 
university extension lectures. The Commissioners also 
stressed the possibilities of evening classes as an agency for 
moral and physical training. Other classes of this kind were 
held, not in schools, but in technical colleges and similar 
institutions (e.g. the polytechnics), and from 1861 onwards 
they were qualified to receive South Kensington grants. 
Most of the classes of the Working Men’s College had 
always been held in the evening; so also were those of the 
Birmingham and Midland Institute, which dates from 1854; 
while in 1855 King’s College, London, had opened an 
Evening Class Department. Birkbeck, from its foundation 
in 1823, has always confined itself to evening-class work. 
As time went on examples such as these were multiplied up 
and down the country. In some cases such institutions 
proved to be one of the factors which, at a later date, con- 
tributed to the development of a provincial university. 

Another of those factors was the university extension 
movement. It will be remembered that Miss Clough had 
organised courses of lectures for women to be given in the 
big towns of northern England.^ In 1867 a committee, of 
which she was the leading sntrit Avited James Stuart, 
fellow of Trinity College, £ambtmge, to help them. He 
followed up his courses foinadies by lecturing to working 
men in several northern towns. A small fee was charged for 
these courses, written exercises were worked by those who 

^ There was a particularly marked increase in this type of adult education among 
unemployed workers in Lancashire during the cotton famine consequent upon the 
American Civil War of iS6i~5. (See Binns, A Century of Education, p. i8o n.) 

* See supra, p. i86. 
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itteaded them, and an examination was held at the end. 
Cambridge took up the movement in 1873, and it at once 
went ahead. London followed suit in 1876 and Oxford in 
1878. Summer meetings, connected with the extension 
movement and held at a xaniversity town, date from 1888. 
At Reading and at Exeter the university extension classes 
formed the nucleus of a university college; and at Reading 
this developed in due course into a university with a charter 
of its own and the power to grant degrees.^ University 
extension lectures have dealt mainly with literary, historical, 
and economic subjects, and sometimes — ^though less often — 
with philosophy or science. But the history of the mechanics’ 
institutes has in some measure been repeated in the case of 
these extension courses. Those who could best profit by 
them were those whose general education had already been 
carried some way. And so, at any rate in the early days, the 
extension lectures appealed less to working men than to 
people of leisure, and especially to those women whose 
intellectual needs had not been satisfied in the inefficient 
girls’ schools, already described, in which they had been 
brought up. But while this is true, it is also true that the 
university extension movement did much to foster a new 
conception of the university’s function in national life and 
a reahsation of the university’s responsibility in the field of 
social service. 

F. D. Maurice, when he founded the Working Men’s 
College in 1854, had already given expression to that realisa- 
tion, and the growth of public-school missions, since 
Thring set the example, is a somewhat s imil ar phenomenon. 
A lineal successor of Maurice was Arnold Toynbee (1852- 
83). As an Oxford don he interested himself in social and 
economic questions and won naany friends among the 

^ The development at Reading from the holding of university extension lectures 
to the granting of a university charter is traced in W. M. Childs, Making a XJniversity, 
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working classes in the East End of London. His weak 
constitution could not stand the strain of the work which 
he put upon himself, and he died young. In memory of him 
Toynbee Hall, the first university settlement, was opened 
in Whitechapel in 1884. Its aim was “to link the universities 
with East London and to direct the human sympathies, the 
energies, and the public spirit of Oxford and Cambridge to 
the actual conditions of town life.” Under the wardenship 
of Canon Barnett, Toynbee Hall rapidly became a focus of 
varied social and educational activities. Its example has been 
extensively followed. Some of the settlements, such as 
Oxford House in Bethnal Green, Cambridge House in 
Lambeth, and the Manchester University Settlement at 
Ancoats, are — like Toynbee Hall — closely linked with 
universities. But there has also been a growth of settle- 
ments having a similar aim, but not directly of university 
origin. They have been founded by such bodies as the 
Wesleyans, the Jewish community, the Boy Scouts, and 
many other agencies. But their common purpose is that 
which both Toynbee and Maurice had at heart. It is, that 
those who have had greater opportunities of intellectual 
and cultural development may give practical expression to 
their responsibilities towards their less-privileged brethren, 
that mutual understanding and sympathy may be promoted, 
and that this may tend to the lessening of inequalities 
between class and class. 



Chapter XXL 

THE TEAINING OF TEACHERS 


The Pupil-teacher System. Training Colleges. Training for Secondary-school 
Teaching. The Teachers’ Register. Professional Associations. 

The provision of schools and the education of children 
presuppose a supply of teachers to carry on the work. In 
the case of the endowed schools and public schools it was 
not usually considered that a course of special professional 
training should be provided for those who were to teach in 
them. The headmaster almost always, and the members of 
his staff usually, held university degrees; and often he, and 
sometimes they, were in holy orders. So long as teaching 
in this kind of school meant gerund-grinding, and great 
reliance was placed on the character-training which was 
supposed to be imparted by the formularies of the Churdi of 
England, no other kind of preparation was felt to be neces- 
sary. But that was not quite Ae case with the elementary 
schools. Even in the first part of the riineteenth century, as 
we have seen, the two Societies, as well as individuals such 
as David Stow and Kay-Shuttleworth, had been training 
teachers, as teachers, for elementary schools. 

In order to draw together the threads of this subject, it 
will be necessary to look back for a moment to the period 
before 1870, though it was the introduction of a national 
system of elementary education in that year that rendered 
more urgent than ever the problem of providing a suificient 
number of qualified teachers to work it. The earliest train- 
ing colleges had developed out of the monitorial system. 
Because Kay-Shutdeworth realised its shortcomings, he in- 
troduced the pupil-teacher system to take its place. Pupil- 
teadiers were children chosen at the age of thirteen, from 
among the most promising pupils in an elementary school. 
They were formally apprenticed to the headmasterfor a term 

8* 215 
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of five years, and were examined on a prescribed graded 
syllabus at the end of each year. If they acquitted them- 
selves creditably, the Government paid the headmaster a 
grant of ,^5 fo^ pupil-teacher, fy for two, and £3 for 
each additional one. At the end of the apprenticeship — ^i.e. 
at the age of eighteen — ^the pupil-teachers could sit for a 
competitive examination. The successful candidates were 
awarded Queen’s Scholarships, which entitled them to a 
three-year course at a training college. At the end of it 
they qualified as certificated teachers. This scheme had been 
introduced by Kay-Shuttleworth in 1846. In the following 
year there were 200 pupil-teachers; by 1861 their number 
had risen to 13,871 and the Newcastle Commission, although 
it criticised the arduousness and mechanical nature of their 
training, said that there could be no doubt that the pupil- 
teacher system was “upon the whole excellent.”^ Matthew 
Arnold in his 'Baport on the state of education in France* 
went so far as to say that pupil-teachers were “the sinews of 
English primary instruction.” 

The pupil-teacher system suffered a setback owing to 
the introduction of the Revised Code in 1862. The syllabus 
of their work was narrowed; intending teachers were en- 
couraged to study just those subjects which they would 
afterwards have to teach. This syllabus was also applied to 
the training colleges, so that the student was stiU kept in 
the narrow range of subjects comprised in the elementary- 
school curriculum. The agreement of apprenticeship 
between pupil-teacher and headmaster was replaced by one 
between him and the school managers. By 1866 the number 
of pupil-teachers had fallen by more than a third and the 
standard of the Queen’s Scholarships had to be lowered. 
In order to ward off a threatened shortage of teachers the 
Government was forced to increase its grants. The Act of 

^ Bjgport of Newcastle Commission, p. io6. * P. 74* 
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1870 did something to repair the ravages of the Revised 
Code and to render elementary-school teaching more 
attractive. But misgivings had already begun to arise as to 
the effectiveness of the whole system. The question was 
asked whether it was reahy wise to entrust die academic 
education of pupil-teachers to a headmaster, for so much 
depended on the effectiveness and conscientiousness of the 
individual who assumed this responsibility. The answer of 
the school boards was to develop pupil-teacher centres. 
Intending teachers were collected at these centres for 
instruction in classes, at first in the evenings and on Satur- 
days. In 1884 a further advance was made. Pupil-teachers 
were not required to teach for more than half-time in theit 
schools; the other half could be given to day-time instruc- 
tion in these centres which thus became in practice a 
specialised type of school. Some of them after &e Act of 
1902 were developed into county secondary schools. 

In spite of these changes, it is obvious that by the middle 
of the eighties the pupfi-teacher system was beginning to 
break up.i This is illustrated in the reports of the Cross Com- 
mission. The majority, although realising the weakness of 
the system, felt that it should be maintained and improved 
because there was “no other available, or as we prefer to 
say, equally trustworthy source from which an adequate 
supply of teachers is likely to be forthcoming.”^ The 
minority expressed the opinion that “the overwhelming 
mass of the evidence is that these young people are unsatis- 
factory as teachers and ill-taught and ill-trained as scholars. 
. . . The training colleges are unable to do all that they 
should for their students on account of the unprepared 
and crude state in which they receive them.”® 

^ A most interesting first-hand account of pupil-teaching at this period is given 
in Spencer, An Inspector's Testament^ chap. iv. 

* Fined Keport, p. 88. 
p. 277. 
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The problem of the pupil-teachers was closely bound up 
with the problem of the training colleges. The whole 
system was a closed one. The pupil-teacher started as a 
member of an elementary school; he then became a pupil- 
teacher, probably in the same school; thence, if successful 
in the Queen’s Scholarship exanunation, he went on to an 
elementary training college; and finally he returned to an 
elementary school as a teacher and spent the rest of his pro- 
fessional life in the elementary service. That system did not 
begin to give way until the nineties, and its doom was not 
scaled until the Act of 1902 had made possible the rise of a 
number of State-aided secondary schools. It then became 
more and more common to send boys and girls to these 
secondary schools before apprenticeship, rather than to 
train them in specialised pupil-teacher centres. In 1907 the 
pupil in a secondary school who intended to teach was 
allowed to remain there up to the age of seventeen or 
eighteen as a ‘bursar’ and then proceed direct to a rraining 
college, or he could become a ‘student teacher,’ spending 
half his time in actual practice in an elementary school and 
during the other half continuing his studies in his second- 
ary school. 

In the early days there had been some difference of 
opinion as to the length of the training-college course and 
the nature of its curriculum. At first the course in some 
colleges lasted only a few months; in others its length was 
one, two, or even three years. In some the staple of the 
curriculum was professional training; elsewhere general 
education was stressed. But too often the syllabus was 
shallow and ambitious; it tended to encourage memory 
work and superficiality and rule-of-thumb methods in 
teaching practice. For all that, the training colleges turned 
out a succession of teachers who, according to their lights, 
faced and overcame the severe handicaps under which they 
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worked, and who deserved well of the community. Their 
salaries were low and there was little hope of public recogni- 
tion or reward for their services. They tackled huge classes 
in Hi-equipped premises, and they were perpetually exposed 
to the demoralising influences of ‘payment by results.’ But 
they laid the foundations of our national system of elemen- 
tary education. Although, therefore, not all of them were 
products of the training colleges, it is obvious that these 
institutions have played a most important part in the educa- 
tional history of this country — a part that is not always fully 
recognised. At the time of the Cross Commission forty- 
three of these colleges were in existence. They were all 
residential and run by voluntary effort; most of them 
belonged to the Church of England, so that the facilities 
available for nonconformists or Roman Catholics were 
limited. The accommodation also was by no means suffi- 
cient for all the pupil-teachers who had passed the Queen’s 
Scholarship examination and were therefore theoretically 
qualified for a dmis sion. This situation explains the Cross 
Co mmis sion mino rity’s reco mm endation that day students 
should be admitted without denominational restrictions to 
training colleges which had hitherto been entirely resi- 
dential; it also wished “to utilise the colleges and other 
places of higher instruction which are willing to aid in the 
training of teachers, and to encourage the formation of 
educational faculties in such colleges either in conjtmction 
with or apart from the local school board.”^ As we have 
seen,® this recommendation was put into effect in the year 
1890, which for that reason is a date of great importance in 
the history of the training of teachers in this country. The 
Education Department authorised universities or university 
colleges to set up training departments in which students 
could read for degrees ; selected students in training colleges 

1 Final p. 290, * Stt st^ra, p* zoG, 
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could also take degree courses. ‘University’ departments 
■were at once opened at King’s College, London, and Owens 
College, Manchester, and in several other colleges. Cam- 
bridge had a ‘university day training college’ in 1891 and 
Oxford in 1892. By 1901 there were seventeen departments 
of this kind. As Adamson points out,^ “they were not all 
non-residential, and none of them was a ‘college’ in the 
customary sense of the word.” Their true differentia was that 
they formed an integral part of a university or university 
college. 

In the field of elementary education the professional 
training of teachers has been bound up at every stage with 
the development of a national system of schools. But this 
has been far less the case with secondary education. As has 
already been pointed out, the possession of a degree — 
especially if it were reinforced by holy orders — was re- 
garded as an entirely adequate qualification for teaching in 
an endowed or public school. Secondary-school masters 
doubtless tended to judge professional training by the type 
of training which was given in some of the elementary 
training colleges ; and it is true that the teaching methods 
instilled into ex-monitors or pupil-teachers had often been 
extremely mechanical. If professional training in a special 
college for schoolmasters seemed to produce men of narrow 
•views and superficial knowledge and unattractive per- 
sonality, the inference which the secondary branch of the 
profession drew was that such training should be avoided. 
Thus during most of the nineteenth century secondary 
schools remained largely uninterested in the question of 
professional tr ainin g. Tlie first impulse towards such 
training for secondary-school teachers came from women. 
Headmistresses believed in it and worked for it long before 
any headmaster did. The reason may be that women on the 

^ Adamson, 'Brt^isb Education, 1789-1902, p, 380. 
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whole are more concerned about the details of technique 
and organisation than men are, and that the average head- 
master may be more ready to think that so long as a man’s 
discipline is sound, he can be left to work out his own 
salvation as a teacher- 

Facilities for the professional training and qualification of 
secondary-school teachers were first afforded by the College 
of Preceptors, which was founded as early as 1846 and in- 
corporated in 1849, One of its aims, as defined in its 
charter, was “promoting sound learning and advancing the 
interests of Education, more especially among the middle 
classes, by affording facilities to the teacher for the acquiring 
of a sound knowledge of his profession, and by providing 
for the periodical Session of a competent Board of 
Examiners to ascertain and give certificates of the acquire- 
ments and fitness for their office of persons engaged or 
desiring to be engaged in the Education of Youth.” Any 
surplus funds which the College might possess were to be 
devoted inter alia “in or towards the founding or endowing 
of normal or training schools, or in instituting lectureships 
on any subject connected with the Theory or Practice of 
Education.”^ Diplomas for teachers, covering professional 
as well as academic competence, were instituted, and 
courses of lectures in educational theory and practice were 
arranged. In 1872 the first professorship in education in 
England was established by the College. Its occupant was 
Joseph Payne, who had already done much to interest 
English people in the educational ideas and experiments of 
Continental reformers. He was also an ardent advocate of the 
higher education of girls and women, and among those who 
attended his courses was Mrs. Sophie Bryant, who succeeded 
Miss Buss as headmistress of the North London Collegiate 
School. The professorship came to an end with Payne’s 

^ Collie of Preceptors, Charier, § 26. 
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death in 1876. An attempt to establish a Day Training 
College in connection with the College of Preceptors was 
made in 1895, but this also was discontinued in 1898. The 
College still continues to award professional diplomas and 
it organises courses of lectures on educational subjects. 

The College of Preceptors diplomas were of value par- 
ticularly to teachers in private schools, many of whom had 
not had the opportunity to obtain the more orthodox 
qualification of a university degree. The first university 
chairs of education were established in 1876 at Edinburgh 
and St. Andrew’s out of funds left by Dr. Andrew Bell for 
educational purposes. A similar movement was in progress 
at Cambridge, and it led to the appointment in 1879 of a 
Teachers’ Training Syndicate. Courses of lectures were 
arranged and an examination in the theory, history, and 
practice of education was introduced — ^but lecturing and 
examination do not constitute training in teaching. The 
success of these lectures and examinations was due to a con- 
siderable extent to the provision in 1885 of a Cambridge 
Training College for Women, largely with the support of 
Miss Buss. Miss Beale had also introduced a tfainifig depart- 
ment into the Ladies’ College at Cheltenham; and the Girls’ 
Public Day School Trust from the first aimed at providing 
facilities for student teachers to be trained for their pro- 
fession under the direction of the headmistress. Maria Grey, 
who was largely responsible for the formation of the Trust, 
was also concerned with the founding in 1878 of a training 
college for women teachers. It is now situated in Brondes- 
bury, a suburb of London. Annexed to it is a girls’ secondary 
school, with junior and kindergarten departments, and of 
this full use for practice and observation is made by the 
students. 

Thus ‘professional trainiug’ remained largely a women’s 
movement so far as secondary teaching was concerned. 
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When, in 1894, Henry Sidgwickwas giving evidence before 
a Royal Commission, he said of the Cambridge Training 
Syndicate that its scheme had “remained almost inoperative 
up to the present time so far as the schoolmasters for whose 
benefit it was primarily instituted are concerned; though it 
has been used to an important extent by women preparing 
for secondary teaching.” But the opening of university 
day training departments from 1890 onwards, though 
they were designed primarily for the professional training of 
elementary-school teachers, reacted in favour of training 
for secondary-school teachers also; and this affected men no 
less than women. This was particularly noticeable after the 
opening of many new secondary schools, consequent upon 
the Education Act of 1902. These municipal or county 
schools were often evolved from an older pupil-teacher 
centre or higher-grade school. When this happened, the 
original staff was usually absorbed into the new secondary 
school, and thus graduates who had been trained as elemen- 
taryr-school teachers began to appear on secondary-school 
staffs. The new schools also created a demand for weU- 
qualified graduate teachers, which could be supplied only 
by drawing on the university day training colleges. All this 
tended to break down the h^d-and-fast line of demarcation 
which had separated the elementary and secondary branches 
of the profession, and it helped to counter the old idea that, 
even if training were necessary for the one class, it was not 
necessary for the other. 

The question of professional training is bound up with 
that of the registration of teachers. The law, medicine, 
dentistry, pharmaceutical chemistry, accountancy, and 
many other professions have their registers; and unless 
one’s name appears there, one is legally debarred from 
practising. But even to this day that condition does not 
exist as regards teaching. This has been due not merely to 
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public indifference and consequent lack of Government 
support, but also to the great variety of t5q>es of teacher 
and the want of homogeneity within the teaching profession 
itself. So long, for example, as teachers in public, endowed, 
elementary, and private schools regarded themselves as 
separate classes, hardly at all overlapping, there could be no 
register to contam them all alike. There were, however, 
those who realised the importance of the problem. The 
College of Preceptors from the beginning advocated 
registration, and, owing to the action of its Council, a 
‘Scholastic Registration Association’ was formed in 1866. 
The Schools Inquiry Commission two years later recom- 
mended the institution of certificates of competence to 
teach, granted after the passing of an examination.^ Perhaps 
it is understandable that no effect was given to these recom- 
mendations. But the matter did not rest there, and other 
attempts were made to secure a register. In the Report of 
the Bryce Commission of 1894 — ^which will be discussed 
more ftiUy in a later chapter — ^the following passage occurs : 
“The formation of such a register has long been desired by 
a large number of the members of the teaching profession, 
and the evidence, which we have received during the course 
of our enquiry, shows that the need for some official test 
and standard of professional efficiency has now become a 
matter of general agreement.”® In 1898 a Teachers’ Regis- 
tration Bill was introduced into Parliament. It was with- 
drawn; but by the Board of Education Act of 1899 an 
advisory or consultative committee was formed, and to it 
was given the duty of drawing up a register of teachers. 
This was to be divided into two ‘columns’ — A and B. 
Into column A went the certificated teachers in elementary 
schools; while in column B were placed those teachers in 
secondary schools who could fulfil certain requirements as 

1 See p. 155. * Report^ p. 318. See §§ 132-8. 
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to genetal attainments and show either training or adequate 
experience m recognised schools. There were to be supple- 
mentary registers for teachers of special subjects. The 
scheme broke down for various reasons. Column A was 
never printed, and therefore those on it were virtually 
excluded from recognition; elementary-school teachers not 
unnaturally resented the distinction between A and B; 
and it was found in practice that the regulations governing 
admission to column B did not encourage professional 
training for secondary schoolmasters in the way that had 
been hoped. A new Teachers’ Registration Council was 
established by an Act of 1907.^ Those admitted to its 
register appear in one alphabetical list, and it can include 
teachers in all types of schools and institutions, including 
universities. In 1930 the teachers whose names appeared 
on this register were constituted the Royal Society of 
Teachers and entitled to append the letters M.R.S.T. to their 
names. Registration is voluntary, and by no means all of 
those who ate entitled to register have done so. Thus the 
register, though it deserved to succeed, has achieved only 
a modified success. Neither the Board or Ministry of Edu- 
cation, nor the local authorities, have made any effective 
use of it — e.g. by requiring that teachers holding at least 
certain positions should be registered. Perhaps as the result 
of more recent legislation some at any rate of the effects of 
registration may be achieved in other ways. 

An indication of the growth of what one may call pro- 
fessional consciousness is shown by the founding of 
teachers’ associations, which is a feature of the second half 
of the nineteenth century. The activities of the Schools 
Inquiry Commission gave rise to some concern arnong the 
heads of the endowed schools and, as has been seen, one 
result of this was the establishment of the Headmasters’ 

^ Education (Administrative Provisions) Act, 1907, § 16, 
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Conference in 1869. It has met regularly ever since. It tends 
to be a conservative body — ^what Professor Archer calls an 
‘educational House of Lords’ — and to be distrustful of 
State interference. Its membership is in the main 
limited to headmasters of schools of the ‘independent’ type, 
which send a regular and adequate proportion of boys to 
Oxford and Cambridge. However, the Conference has 
helped the heads of these schools to get together, and it has 
also set up the Oxford and Cambridge Joint Board examina- 
tion for the pupils of such schools. The headmistresses 
formed their own association in 1874, but it has been less 
exclusive. Its founder and first president was Miss Buss, 
and she was succeeded in 1894 by Miss Beale. Thriug 
showed his goodwill towards this association by invitiag 
its members to hold one of their meetings at Upp ing ham. 
Meanwhile the elementary teachers had not been idle. In 
1870 the National Union of Elementary Teachers was 
formed and the word ‘Elementary’ was dropped from its 
title in 1889. Other sectional societies have also come into 
existence — ^the Independent Schools Association (1883), 
the Headmasters’ Association (i 890), which admitted those 
secondary-school heads who were not eligible for the Con- 
ference, the Associations for secondary-school assistant 
mistresses (1884), and assistant masters (1891). Besides 
these there were endless professional or semi-professional 
societies concerned with purely educational matters, or with 
particular subjects of the curriculum and methods of teach- 
ing them. The very variety of these societies and associa- 
tions is an indication of the sectionalism which has ham- 
pered the growth of the idea of a unified profession, and 
its expression in a teachers’ register; but it has stimulated 
vigour and interest. The evolution of a more closely knit 
national system of education and the gradual obliteration of 
frontiers inside it, which have marked recent years, are 
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shown in the formation of ‘Joint-Four’ or ‘Joint-Sis’ com- 
mittees, representative of several sectional societies, and in 
suggestions "which have been made in some quarters for the 
absorption of all such societies in one comprehensive 
association. 



Chapter XXII 

UNIVERSITY AND SECONDARY EDUCATION 


Progress at Oxford, Cambridge, and London, Rise of the ‘Modern’ Universities. 

New Types of Secondary School. 

As an outcome of the Oxford and Cambridge University 
Acts of 1854 and 1856^ there was considerable progress at 
both universities. Religious tests for degrees (except in 
divinity) were not abolished till 1871, but in the same year 
the snobbish distinction between noblemen, gentlemen 
commoners, and commoners was swept away. New final 
honours schools or triposes were instituted. At Oxford 
Natural Science dates from 1855, Law and History from the 
same year — ^but they were separated in 1 873 — and Theology 
from 1870. Oriental languages, English language and 
literature, and mediaeval and modern languages also 
became subjects for honours degrees. The development of 
science at Oxford and Cambridge dates mainly from the 
sixties and seventies of last century, as is evidenced by the 
foundation of the university laboratories and the establish- 
ment of new science professorships. The organisation of 
the two universities was affected by the activities of a Royal 
Commission on Oxford and Cambridge, with the Duke of 
Cleveland as chairman, which was appointed in 1872 and 
reported in 1874. An Oxford and Cambridge Act was 
passed in 1877 which gave the Commissioners power to 
frame statutes for the colleges, for the Acts of 1854 and 
1856 had dealt only with universitj statutes. Other results 
(were not inconsiderable. Life-fellowships were abolished 
Eand prize fellowships for research were instituted; fellow- 
"sbips involved teaching duties and the salaries attached to 
them were standardised. Celibacy was no longer required of 
college Fellows, and the result was avast growth of suburban 

^ Sec supra^ pp. 142-144. 
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aorth Oxford. New professorships were foionded and the 
endowments of existing chairs were increased by the 
annexation to them of college fellowships. This streng- 
thened the association between the colleges and the pro- 
fessoriate. These reforms, following on the abolition of 
religious tests, had the effect of transfor min g Oxford and 
Cambridge from a group of largely clerical institutions into 
modem universities. A system of inter-coUegiate lectures 
was introduced, and this was gradually extended until they 
became available to all undergraduates who were reading for 
honours. Non-coliegiate students were also admitted at 
Oxford in 1868 and at Cambridge in the following year — 
a step which had been suggested by the Commissioners of 
1852. Numbers increased and college buildings were en- 
larged. Two new colleges, both associated with the Church 
of England, also were opened — ^Keble at Oxford in 1870, 
and Selwyn at Cambridge ini882. Other religious denomina- 
tions moved their theological colleges to the universities, 
and although they did not become officially part of them, 
their students were able to benefit from the teaching and 
other amenities which the university afforded. This too is 
the period of the opening of the women’s colleges at both 
Oxford and Cambridge, to which reference has already 
been made. It marks also the growth of the university 
extension movement and the increasing university influence 
on secondary schools through the local, or ‘middle class,’ 
examinations, which had been in existence since 1858. 

The second half of the nineteenth century saw not only 
a revival in the two ancient Universities, but also a multi- 
plication of other institutions of university rank in various 
parts of the country. There are various reasons for this. In 
spite of reforms, there was still a tendency for many of the 
undergraduates at Oxford and Cambridge to be drawn 
from the ‘upper classes,’ or at any rate to be in easy financial 
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circumstances. Life therefore tended to be expensive, 
though attempts had been made to reduce extravagance 
and increase scholarships. The poor student was certainly 
not excluded, but he was in the minority, and the success of 
Durham had shown the demand for university facilities of 
the Oxford and Cambridge type, but at a cheaper rate. 
Again, most of those who went to the older Universities 
were destined for the Church or teaching ia public or 
endowed schools or the law or political or administrative 
careers. The bulk of the instruction given therefore tended 
to have the needs of such candidates in view. This is not to 
say that science and mathematics were neglected, as has 
already been indicated. But there was an increasiug demand 
for teaching of an advanced university type in subjects 
which could be more definitely applied in the great manu- 
facturing industries and which would be directly accessible 
to students Uving in the areas where they were carried on. 
Again, with the development of secondary education, not 
only in grammar schools, but in ‘higher-grade’ and similar 
schools, the demand for better-qualified teachers increased; 
and as women, as well as men, can be teachers, the 
need for giving university facilities to women was em- 
phasised. 

These needs had for some time to a great extent been 
met by the University of London — or rather by institutions, 
like University College and King’s College, which sub- 
mitted their students for London degrees. There was a 
good deal of criticism of a university which was an examin- 
ing, but not a teaching, body, and which did not concern 
itself in the least with the origin or training of its students. 
The stafis of the colleges which submitted students for 
London degrees also complained that they had no hand in 
drawing up syllabuses or setting examination papers. As 
usual, this led eventually to the appointment of a Royal 
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Commission (1888-9), with Lord Selborne as chairman, 
which endorsed the proposal that the University should 
become a teaching as well as an examining institution, but 
left the details undecided. A second Commission, known 
as the ‘Gresham,’ reporting in 1894, drew up a scheme 
which appeared in a modified form as the result of a Uni- 
versity of London Act of 1 898. The reconstituted University 
continued to examine ‘external’ students and did not 
concern itself with their training. They could work privately 
or in some institution along the lines of a syllabus pre- 
scribed by the University, and merely sit for the examina- 
tions, which were normally held in London. But the new 
constitution provided also for ‘internal’ students who 
attended courses in colleges which became constituent 
schools of the teaching University. They included twenty- 
four institutions of many different types, and one or two of 
them were not actually in London. Li addition to University 
College and King’s College, there were the great London 
teaching hospitals, a number of theological colleges belong- 
ing to various denominations, the London School of 
Economics (founded in 1893), and women’s colleges like 
Bedford, and the Royal Holloway College at Egham which 
had been at work since 1886. The reconstituted University 
also included the Royal College of Science, the Central 
Technical College of the City and Guilds Institute, and the 
South-Eastern Agricultural College at Wye, in Kent. The 
organisation and administration of such an amorphous 
body were not easy. 

With the exception of Durham, the first of the great 
provincial universities originated in Manchester. In 1831 
a college had been opened as the result of a bequest by a 
local merchant, John Owens. Its aim was laid down as the 
provision of instruction “in such branches of learning and 
science as are now, and may be hereafter, usually taught in 
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the English universities.”^ It had an uncertain start and 
much of its work was done in evening classes. But by 1864 
there were 127 day and 312 evening students, and the corner 
was turned. Subscriptions flowed in and an Act of Parlia- 
ment in 1871 gave Owens College a new constitution and 
admitted women as students. It ran courses for London 
degrees, and there were, of course, no religious tests. Mean- 
while Yorkshire was not being left behind. In 1874 a 
college of science and technology, called the Yorkshire 
College, was founded at Leeds. Liverpool University 
College dates from 1881, and was united in 1884 to Owens 
College, Manchester, in a federal university — Victoria — 
which granted its own degrees and was independent of 
London. Leeds joined the federation in 1887. But federal 
universities tend to be unwieldy and their organisation is 
difficult. Victoria broke up in 1903, and since that date the 
three cities have had their separate universities, each with a 
full range of faculties, and each giving its own degrees. 
Birmingham University evolved from a college founded by 
Josiah Mason in 1880. Its original aims were frankly 
utilitarian, and they illustrate rather crudely the ideas in the 
minds of some of those who were concerned in the founding 
of the colleges out of which the universities in the great 
industrial cities developed. Mason stipulated that his college 
should foster scientific education “to the exclusion of mere 
literary education and instruction, and of all teaching of 
theology and of subjects purely theological.”^ Subsequent 
developments led to a modification of Mason’s scheme, and 
Birmingham now gives degrees in arts, and has instituted 
a chair in theology. The university’s charter dates from 1900. 
Other universities have developed from University College, 
Bristol, Firth College, Sheffield, and University College, 


^ Fiddes, Omns Colhee and Manchester University^ P» 
2 Foundation deed, dated December izth, 1870. 
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Reading. Originally they prepared their students for Lon- 
don degrees, but they now have chatters and are indepen- 
dent. Armstrong College (now King’s College), Newcastle, 
which dates from 1871, is an integral part of the University 
of Durham. The University Colleges at Nottingham, South- 
ampton, Exeter, Hull, and Leicester have not yet reached 
university status and stiU submit their students for ‘external’ 
London degrees. In Wales the Urdversity College at Aberyst- 
wyth dates from 1872. Similar colleges were founded 
during the eighties at Cardiff and Bangor; and all three 
prepared for London degrees. But a charter of 1893 estab- 
lished a teaching University of Wales, with three constituent 
colleges, to which as a fourth the Swansea Technical College 
was admitted in 1920. 

It should be noted that none of the modern universities 
was founded as such — they have gradually evolved out of 
colleges of various types. They have not been able to obtain 
their charters as independent universities until they could 
satisfy the Privy Council that their financial position was 
such as to enable them to carry on university work in a 
proper manner. They have owed their origin and growth 
largely to private benevolence and have been supported by 
business firms and mxinicipalities. Treasury grants have also 
supplemented local resources. The first amount voted for 
this purpose was a sum of £15,000 devoted in 1889 to the 
needs of the university colleges. By 1902 the grant had 
risen to £24,000. The universities which have grown out of 
these provincial colleges are for the most part situated in 
industrial areas, and for that reason have tended to develop 
a scientific or technological bias. They have evolved new 
faculties and departments — economics and commerce, 
engineering and metallurgy, textile and leather working, 
dyeing and brewing, agriculture and horticulture; but they 
realise now — even if they have not always done so in the 
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past — ^that higher technological work can be built only on a 
basis of general education, and they all provide a full range of 
arts and pure science subjects. Their relative cheapness and 
their greater accessibility have opened university education, 
as never before since the Middle Ages, to the ‘lower classes.’ 
But there has been in the past a danger of their functioning 
simply as places of instruction rather than as societies. So 
long as students live at home or in lodgiogs and merely 
travel backwards and forwards to attend university classes, 
it is difl&cult to develop that community life which is per- 
haps the most educative thing that the university has to 
offer. This weakness of the provincial university system has 
been increasingly countered by the provision of halls of resi- 
dence. At the University of Reading, which has never been 
a ‘provincial’ university in the ordinary sense, serving 
chiefly its own neighbourhood, the principle of residence in 
college for all students, as at Oxford and Cambridge, has 
been fully in operation from the first. 

The result of the Endowed Schools Act of 1869 had been 
a gradual redistribution of the endowments of secondary 
schools. It was said that the Commissioners whom it 
appointed could turn a boys’ school in Cornwall into a 
girls’ school in Northumberland. But the Commissioners 
could not solve the whole of the problem. There was, in 
fact, no plan about the scheme, no framework of national or 
local organisation, and no aid from parliamentary grants or 
rates. As a whole, therefore, there was still a deficiency of 
secondary education, and private endeavour had not been 
able to supply the lack. To meet this situation some of the 
larger and more progressive school boards stepped into the 
breach. The Education Department had been giving grants 
not only for ‘obligatory’ and ‘class’ subjects, but also for 
what were called ‘specific’ subjects. These could be earned 
by children in the upper standards of elementary schools; 
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and they included btanches of mathematics and science, 
agriculture, languages, and commercial and domestic arts. 
Indirectly, therefore, education of a secondary type was 
being aided. Not only this, but Government assistance 
could be obtained from grants distributed on the result of 
examinations conducted by the Science and Art Depart- 
ment, independently of the Education Department; and this 
provided a further revenue for more advanced instruction 
in connection with elementary schools. In 1872 the Leeds 
School Board established what it called a higher-grade 
board school. Its example was followed by other large 
towns, including London. The movement progressed 
steadily in the eighties, and by 1894 there were in the 
country sixty-three of these higher-grade schools. Other 
progressive elementary schools developed ‘higher tops,’ 
consisting of pupils who had passed through Standard VII 
and were staying on to take more advanced work. 

Education of this type was also encouraged by the offer 
by the Science and Art Department of grants for establishing 
what were called ‘ organised science schools ’ — ^i.e. grouped 
science classes, which might be held in the day-time or in the 
evenmg and which could meet in an elementary, higher- 
grade, or even an endowed school. The position of the 
higher-grade school was doubtless an irregular one, be- 
cause the Education Act of 1870 gave the school boards 
control over elementary education only; but these schools 
were officially condoned, or even encouraged. The school 
boards had no power to organise or control secondary- 
school provision in their areas, and yet some of them were 
devoting rate aid to institutions which were giving an edu- 
cation quite as extended as that given in many of the smaller 
endowed schools, which received neither Government grant 
nor local rate wd; and this led to competition and con- 
troversy. There was no clear definition of the limits and 
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nature of elementary and secondary education.^ Yet few 
people really wished to raise the issues involved. The big 
school boards realised that they were establishing a claim to 
control popular secondary education and did not wish to 
have this disputed; the opponents of the school boards did 
not want to provoke a situation which might result in the 
formal grant of local control and State aid to secondary 
schools. Thus, although Matthew Arnold’s slogan had 
been “organise your secondary education,” it was generally 
felt safer to let things slide. The Cross Commission of 1888, 
although appointed to review elementary education, could 
not, as things were, avoid some reference to secondary 
education. It suggested that if the curriculum of higher 
elementary schools were restricted within due limits, avoid- 
ing all attempts to invade the grotmd properly belonging to 
secondary schools, such schools might prove a useful 
addition to the existing school machinery for primary edu- 
cation. This was vague enough; but the minority report’s 
recommendations were more definite. The provision of 
higher elementary schools was specifically advocated; and 
pupils would be drafted to them at the age of eleven or 
twelve. “The higher elementary school would satisfy the 
wants of an entirely different class from those who desite 
secondary education. Secondary education is for those who 
will be under continuous instruction till sixteen or eighteen, 
whether they go on afterwards to higher university instruc- 
tion or not; whereas this higher elementary education is 
intended to teach more thoroughly those who must begin 


^ The Cross Commission had drawn attention to this point. C£ “As the meaning 
and limits of the term ‘dement^' have not been defined in the Education Acts, 
nor by any judicial or authoritative interpretation, but depend only upon the annual 
codes of the Department, on whose power of framing such codes no limit has 
hitherto been imposed, it would appear to be of absolute necessity that some 
definition of the instnicdon to be paid for out of the rates and taxes should be put 
forth by the legislature. Until this is done, the limits of primary and secondary 
education cannot be defined.” (F/W Report^ part vii, §115.; 
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to eatn their living, or at any rate begin to learn their trade, 
at fourteen or fifteen years.”^ This implied that these higher 
primary schools — ^to use a French term — VT'ould be assimil- 
ated to the elementary-school system of Government aid 
and Gove rnm ent control, rather than to the secondary- 
school system, which so far was virtually free from both. 

It should be noted that in practice the term ‘higher 
grade’ was never very clearly defined.* The best of the 
schools of this type were fully organised, and some took 
pupils up to the age of sixteen; but others were ordinary 
elementary schools with ‘tops,’ and some of the voluntary 
schools had ‘tops’ of this kind. Moreover, the higher-grade 
schools, assisted as they were by public funds, often com- 
peted severely with the endowed grammar schools, many of 
which — ^in spite of the 1869 Act — were still poverty-stricken 
and inefficient; and this helped to depress the grammar- 
school type of education to the advantage of schools which 
tended to emphasise — or even over-emphasise — ^instruc- 
tion of a non-literary type. The whole situation was, in fact, 
becoming extremely complicated. Elementary education 
was still in the hands of the school boards which received 
Government grants and rate aid, and of the voluntary 
bodies which also received these grants but no rate aid. 
Some of the school boards were running higher-grade 
schools which were really secondary schools, although 
aided by the rates, supplemented as a rule by grants from the 
Science and Art Department. Technical education had been 
put into the hands of the newly formed county and county 
borough councils, and they also could levy a rate for this 
purpose. Secondary schools were still nominally free from 
control and were dependent on endowments or fees, or 
both; their authorities were boards of governors, com- 

^ Cross Commission, ¥ind p. 319. 

^ Sec Hadow Report on T&e "^ucathn oj the Adohscmt^ pp. 23-4. 
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panics like the G.P.D.S.T., or private proprietors. But 
in some cases these schools managed also to earn grants 
from the Science and Art Department, based on the results 
of examinations taken by their pupils ; or they might be able 
to qualify for assistance from the technical-education funds 
administered by the county and county borough coun- 
cils. In addition to this there was no organic relation 
between either the school boards or the councils and the 
new university colleges which were springing up in the big 
provincial cities. The Keport of the Bryce Commission, 
which will be discussed in the next chapter, spoke of the 
confusion arising from this lack of organisation and of the 
“results of dispersed and unconnected forces, needless 
competition between the diiferent agencies, and a frequent 
overlapping of effort, with much consequent waste of 
money, of time, and of labour.”^ 


^ Kepori of Bryce Commission, vol. i, p. 18. 



Chapter XXIII 

A NATIONAL SYSTEM OF EDUCATION 

The Bryce Commission and the 1902 Act. 


It was obvious that the ‘administrative muddle/ as Adam- 
son calls it, could not continue indefinitely. In order to find 
some solution a Royal Co mmi ssion on Secondary Educa- 
tion, with James Bryce^ as chairman, was appointed in 1894 
and reported in 1895. Its terms of reference were “to con- 
sider what are the best methods of establishing a well- 
organised system of Secondary Education in England, 
taking into account existing deficiencies, and having regard 
to such local sources of revenue from endowment or other- 
wise as are available or may be made available for this pur- 
pose, and to make recommendations accordingly.”® The 
Commissioners conceived their task to be “nothing less 
than to complete the educational system of England, now 
confessedly defective in that part which lies between the 
elementary schools on the one hand and the Universities on 
the other, and to frame an organisation which shall be at 
once firm and flexible.”® They examined a large number of 
witnesses and sent out a questionnaire to many “persons and 
bodies specially competent to supply information.” They also 
examined the secondary-school systems of several European 
countries, the United States, and the self-governing colonies 
(as they then were) of Canada and the Australian States. 

The recommendations of the Commission may be sum- 
marised as follows: There should be a unified Central 
Authority, including the existing Education Department, 
the Science and Art Department, and the Charity Com- 
mission so far as its activities were concerned with educa- 

^ He had acted as an assistant commissioner for the Schools Inquiry Commission^ 
and had emphasised the pressing need for educational co-ordination. 

2 p. xsvi. 

® Op. eit.^ p. 2. 

E.E.— 9 239 
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tional endowments. This authority “ought to consist of a 
Department of the Executive Government, presided over 
by a Minister responsible to Parliament, who would ob- 
viously be the same Minister as the one to whom the charge 
of elementary education is entrusted.”^ Its functions would 
be not “to control, but rather to supervise the Secondary 
Education of the country, not to override or supersede 
local action, but to endeavour to bring about among the 
various agencies which provide that education a harmony 
and a co-operation which are now wanting.”* An advisory 
council of not more than twelve “persons specially conver- 
sant with education and holding an independent position”* 
should also be set up. In 1899 a Board of Education Act was 
passed which gave effect to these recommendations and 
which brought iuto existence a Consultative Committee, 
though the powers given to it were less than those recom- 
mended by the Bryce Commissioners. 

The Ksport advocated that in every county and county 
borough there should be set up a local authority for all 
types of secondary education. The higher-grade schools 
and organised science schools were to be treated as if they 
were secondary. The majority of the members of each local 
authority would be appointed by the county council and 
others nominated by the Central Office or co-opted; but in 
the county boroughs the councils and the school boards were 
to appoint an equal number of representatives, together 
with co-opted members. Persons possessing educational 
experience as teachers were to be included. The local 
authorities would be required by the Central Office to take 
steps to make due provision for secondary education in any 
area where this was considered to be insufficient. They 
should have power to aid from the rates secondary schools, 
whether under their direct management or not; this would 

^ p. 257. • Ibid, ® Op, cit,^ p. 258. 
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include existing endowed schools, as well as new schools to 
be established by the councils. The local authorities nright 
also, with the sanction of the Central Office, acquire by 
agreement proprietary or private schools; while such 
schools as remained independent should be subject to 
recognition by the local authority and inspection by the 
Central Office. Fees, fixed in relation to the real cost of 
schooling, should be retained; but rate-aid, not exceeding 
id, in the should be extended for the benefit of secondary 
education. Whether it would be necessary to supplement 
this by Government grants must be left for experience to 
decide. But “ample provision should be made by every 
local authority for enabling selected children of the pooret 
parents to climb the educational ladder.”^ To this end a 
sufficient supply of scholarships should be made available. 
They should cover the cost of instruction, and in some 
cases boarding fees as well; and they should be fairly 
apportioned as between boys and gids. 

The Commissioners thought that the Central Office 
should regulate, but not conduct, the examination of 
secondary schools. This would leave intact the existing 
university Tocals’ and similar examinations; but the Central 
Office, aided by its advisory council, should ‘correlate* the 
examination certificates and ‘make them interchangeable.’ 
“Such certificates might also well be accepted by the various 
professional examining bodies, as covering the preliminary 
and general portions of their examinations.”^ In the 
appointment of inspectors for secondary schools “great 
weight ought to be given to previous experience in teach- 
ing; and duly qualified women should be chosen where 
there is likely to be sufficient work for them.”® The appoint- 
ment, conditions of service, and payment of teachers 
should also be safeguarded, and the advisory committee of 

1 Op, cit,y p. 500. * Op, p. ^05. * Ibid, 
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the Central Authority “should be charged with the duty of 
instituting and keeping a register of teachers.”^ The Report 
also advocated professional training for teachers in second- 
ary schools. “To all reforms which can raise the status and 
tone of the teaching profession, can draw abler men and 
women into it by the prospects of a better career, can more 
adequately fit them for their work by the provision of 
general and special preparation, we attach the utmost 
importance.”® Those words might have been quoted from 
the report of the McNair Committee issued nearly fifty 
years later. 

In conclusion, it should be noted that the Bryce Com- 
missioners seemed apprehensive lest the old grammar- 
school type of secondary education might be too far re- 
placed by technical and scientific education. They were 
anxious to guard against this. “The importance of preserv- 
ing all grammar schools which are, or can be, made efficient 
depends largely on the general ground that such schools 
represent especially the tradition of literary education. 
There is little danger at the present day that we shall fail to 
recognise the necessity for improving and extending scien- 
tific and technical instruction. It is less certain that we may 
not run some risk of a lop-sided development in educa- 
tion, in which the teaching of science, theoretical or applied, 
may so predominate as to entail comparative neglect of 
studies which are of less obvious and immediate utility, 
though not of less moment for the formation of mind and 
character. In efficient grammar schools, as existing examples 
prove, it is possible to harmonise modem requirements 
with the best elements of that older system which has pro- 
duced good results in the past, and which in our own day 
still represents so much that is fundamental and indis- 
pensable inaproperly liberal education.”® The pendulum had 

^ Op^ at,, p. 318, * Op, of., p. 326, s Op, cit,, p. 4&. 
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indeed sming back since the Schools Inquiry Commission 
of 1867. 

The Rsport of the Bryce Commission is of considerable 
interest because it contains the germs of much of the educa- 
tional progress that has been made in this country since the 
beginning of the twentieth century. The Co mmi ssion also 
was fortunate in that their work contributed to the passing 
of an Act of Parliament of outstanding importance. But 
meanwhile other influences were at work to make compre- 
hensive legislation imperative. The Liberal Government, 
which had appointed the Bryce Commission, went out of 
power in 1895, and was succeeded by the Conservatives, 
under the leadership of Lord Salisbury. Many of them were 
concerned about the difficulties which the voluntary schools 
were encountering in their endeavour to compete with the 
rate-aided board schools. The Vice-President of the Com- 
mittee of Council on Education, Sir John Gorst, prepared 
a Bill in 1896 which proposed to make an extra ‘special-aid 
grant’ of 45’. a head available for voluntary schools ; and this 
was to be paid to the county and county borough councils 
for them to distribute. The Cowper-Temple clause was to be 
abolished, and denominational religious instruction was to 
be allowed in board schools if a reasonable number of 
parents demanded it. The Bill also proposed to make the 
councils themselves, and not independent composite bodies 
on which they had a majority of members, the local 
authorities for secondary education. This was an improve- 
ment on the Bryce recommendations, for they would have 
implied three separate education autiaorities in each area — 
the school boards, the new secondary ‘local education 
authority,’ and the councils themselves for technical educa- 
tion. But the Bill encountered opposition from the sup- 
porters of the school boards, and also from nonconformists 
who objected to increased State grants for voluntary schools. 
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and to denominational teaching in board schools. It was 
therefore withdrawn; but the matter could not rest there. 

In 1895 an office of Special Inquiries and Reports had 
been formed at the Education Department. One of its first 
acts was to issue a series of reports on the educational 
systems of foreign countries; the contrast between their 
logical and centralised schemes and otor own chaos was 
evident. The assistant director of this office was Robert 
Morant, who was destined to play an important part in the 
educational fortunes of this country. He was determmed to 
spare no effort to introduce some sort of order into the 
organisation of English education. He realised clearly that 
many of the larger school boards, aided by the rates, were 
giving secondary education to advanced pupils, whereas 
they were legally restricted to the field of elementary educa- 
tion. He drew attention to this fact in a sentence which he 
inserted in a report on education in Switzerland, of which 
he was the author; but it did not attract public attention. 
But the matter was soon brought to a head in another way. 
A Government auditor, named Cockerton, disallowed to 
the London School Board expenditure on science and art 
classes in higher-grade schools, and on evening continua- 
tion classes. He maintained that such expenditure was not 
sanctioned by the 1870 and subsequent Elementary Educa- 
tion Acts; and that a school board was competent to 
provide only elementary education. This Cockerton judg- 
ment was upheld by the Court of Appeal. A special emer- 
gency Act in 1901, renewed in the following year, legalised 
the position; but it was obvious that such a situation could 
not continue. In 1899 the Board of Education had replaced 
the Education Department and become the sole central 
autihority for primary, secondary, and technical education 
alike; but the question of local control remained to be 
settled. 
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The solution was provided in 1902. After the end of the 
Boer War, which incidentally did much to justify the pro- 
ducts of English elementary education since 1870, the 
Conservatives won a sweeping victory. One of their first 
acts was to bring in an Education Bfil. It was sponsored by 
the Prime Minister, A. J. Balfour, himself; and he was ably 
seconded behind the scenes by Morant, who became Per- 
manent Secretary to the newly formed Board of Education. 
In spite of bitter opposition on the part of Liberals and 
nonconformists, the Bill became law on December 20th, 
1902. 

The Act reorganised education on a municipal basis. 
The school boards scattered up and down England and 
Wales, where they had been 'filling up the gaps’ in the 
voluntary system, were swept away. They were replaced by 
the county and county borough councils — 120 of them — 
which became responsible for both secondary and elemen- 
tary education; but the oversight of elementary education 
only was given to 'Part III’ authorities, consisting of 
boroughs with a population of over 10,000, and urban 
districts the population of which exceeded 20,000; they 
numbered 180 all told. The Councils, whether 'Part 11’ or 
‘Part in,’ became for the purposes of the Act the 'local 
education authorities’ — often abbreviated to L.E.A. Each 
was hastructed to appoint an education committee, to which 
would be referred “all matters relating to the exercise by 
the council of their powers under this Act, except the power 
of raising a rate or borrowing money.”® The majority of this 
committee were to be members of the Council, but other 
persons of educational or relevant experience were to be 

^ Part m of the Act deals with elementary and Part II with secondary education; 
but it should be noted that what was called a ‘Part 11 Authority’ was concerned with 
both types of education. The term ‘elementary’ was limited to schools with pupils 
not over sixteen years of age, and evening schools were excluded, (See Act, § 22,) 

® 'Education Act, 1902, § 17 (2), 
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added and every education committee was required to 
include women members. It should be noted that the 
councils covered the whole country ; there were no longer 
'gaps’ to fill. They had to supply elementary education in 
what had been board schools and were now called 'provided’ 
schools, and to erect new schools where they were needed. 
But they had also — unlike the old school boards — ^to control 
and be responsible for secular instruction in what had 
hitherto been voluntary schools and were henceforth to be 
termed 'non-provided’ schools. These non-provided, de- 
nominational schools were now eligible to receive rate aid, 
but the cost of capital expenditure on buildings, as well as of 
structural repairs and alterations, was thrown on the 
religious body to which the school belonged. The managers 
of a non-provided school retained the right of appointing 
and dismissing their teachers, subject to the approval of the 
L.E.A. on educational grounds; but one-third of the 
managers of a non-provided school had to be appointed by 
the authority. Religious instruction could be given in a 
provided school, as hitherto in a board school, subject to 
the Cowper-Temple clause. In a non-provided school it had 
to be “in accordance with the provisions (if any) of the 
trust deed relating thereto, and shall be imder the control of 
the managers.”^ In both types of school there was to be a 
conscience clause and the possibility of withdrawal from 
religious worship or instruction. 

As has been said, the Act of 1902, in accordance with the 
recommendations of the Bryce Commission, laid upon 
county and county borough councils a responsibility for 
secondary and higher education. Each local education 
authority was required to “consider the educational needs 
of their area and take such steps as seem to them desirable, 
after consultation with the Board of Education, to supply 

1 op. at., § 7 ( 6 ). 
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or aid the supply of education other than elementary, and to 
promote the general co-ordination of all forms of educa- 
tion. They were to “have regard to any existing supply of 
efficient schools and colleges, and to any steps already 
taken for the purposes of higher education under the Tech- 
nical Instruction Acts, 1889 and 1891.”* Their powers 
included the training of teachers, the providing of scholar- 
ships, and the paying of fees of students in colleges or 
hostels. 

By the Act of 1902 a co-ordinated national system of 
education was at last introduced and the ‘confusion arising 
from lack of organisation’ was ended. But, like all Educa- 
tion Acts, it was largely a compromise. With its ‘provided’ 
and ‘non-provided’ schools it retained the ‘dual system’ 
which had been iatroduced by the 1870 Act. It also made a 
concession to local feeling and the supporters of school 
boards by setting up the distinction between Part 11 and 
Part III authorities. This may have helped to foster local 
enthusiasm for education, but it involved administrative 
difficulties ; and these tended to increase as in course of time 
the frontiers between secondary and elementary education 
were gradually broken down. 

1 Op. cit.y § 2 (i). By the Welsh Intermediate Education Act of 1889, the Princi- 
pality had already led the way in planning a national system of secondary schools 
linking the elementary schools with the university colleges. 

8 Op. cit., § 2 (2). 
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Chapter XXIV 

THE WORKING OF THE 1902 ACT 

Resistance and Progress. The Work of Morant. The New Secondary Schools, 

It was only in the teeth of strong opposition and with the 
application of the closure that the Education Act of 1902 
had become law. But the struggle did not end there. Opposi- 
tion still was offered not only by those who deplored the 
passing of the school boards, but still more by nonconfor- 
mists who strongly objected to the extension of rate aid to 
voluntary schools. Most of these schools belonged to the 
Established Church; and in many rural areas especially the 
only available school was a Church of England school. Yet 
everyone had to pay rates for its support. The protagonist 
of the opposition in the House of Commons was David 
Lloyd George; outside he was seconded by a nonconformist 
minister named Dr. Clifford, who preached the doctrine of 
‘passive resistance.’ Rather than pay the rates which aided 
voluntary schools, he and his followers suffered distraint to 
be made upon their goods. In Wales the counties and 
county boroughs went so fat as to refuse to put the Act into 
operation. The situation had to be met by an Education 
(Local Authorities’ Default) Act, passed in 1904, which 
provided that, if an authority failed to make adequate 
grants to voluntary schools in its area for maintaining their 
efficiency, the Board of Education could deduct from the 
grant payable to it such sums as were needed for the 
voluntary schools; and these sums would be paid over 
direct to the managers. This caused considerable ferment, 
and there was a danger that the whole educational system 
of Wales might be thrown into chaos; but Balfour stood 
his ground and the Welsh councils were compelled to yield. 
By the end of 1905 the Act was practically everywhere in 
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force. But the tetutn of the Liberals to power in the same 
year brought the grievances of the passive resisters again to 
the forefront. Lloyd George, now President of the Board of 
Trade, announced that the first thing that the Government 
was going to do was to remedy the wrongs of the Education 
Act. The new President of the Board of Education, Augus- 
tine Birrell, whose father had been a Baptist minister, 
introduced a Bill in 1906 which, while recognising the 
councEs as the local authorities for elementary and secon- 
dary education alike, proposed that “a school shall not be 
recognised as a public elementary school unless it is a 
school provided by the local education authority.” This 
impHed the abolition of public aid to voluntary schools. 
They could carry on only as private independent schools, 
unless they preferred to hand themselves over to the control 
of the lock! education authority. The only concession 
allowed was that ‘special religious instruction’ might be 
given in such schools on not more than two mornings a 
week. The Bill was so fundamentally amended by the House 
of Lords that the Government withdrew it. Another even 
more drastic attempt to cut the knot, made by McKenna in 
1908, produced similar opposition and also proved abortive. 
But in spite of all these difficulties and disagreements, it was 
increasingly recognised, as the 1902 Act came gradually into 
force, that it had inaugurated a new era in English educa- 
tion. The general advance was so obvious that the difficulty 
of the ‘religious question’ died down to some extent. 
Although even yet it has not disappeared entirely, it has 
never since been so acute as it was in the yearly years of the 
present century. 

The Act put education under municipal control, but it 
did not abolish the old ‘dual system.’ All the former board 
schools and most of the ‘British’ and nonconformist volun- 
tary schools were transferred after 1902 to the local educa- 
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tion audiorities and became ‘provided’ schools. But the 
L.E.A.S wete also responsible for voluntary schools, 
except so fat as the actual provision and repair of their 
buildings were concerned. This laid on the authorities a 
heavy burden, because they had to try to bring up these 
‘non-provided’ schools to the standard of their own council 
schools. They were assisted by a rearrangement of the grant 
system. The Code of 1900 had abolished the separate grants 
for subjects, attendance, discipline, efficiency, etc., and had 
substituted a single ‘block grant.’^ The new system made it 
possible to secure some sort of equality as between schools; 
the poorer ones were less likely to be penalised than they 
had been under the old system. The L.E.A.s also began to 
carry out systematic surveys of school accommodation and 
facilities in their areas. The Board of Education ^port for 
1904-5 stated that over fifty reports of this type had been 
issued since the beginning of 1903, and that among the 
most valuable of them were those prepared by Professor 
Michael Sadler, who had by this time left the Office of 
Special Inquiries and Reports and was Professor of Educa- 
tion in the University of Manchester. Sadler’s investigations 
dealt primarily with secondary education, but they were of 
great general interest and were widely read; and they helped 
to make L.E.A.S conscious of their duty and to stimulate 
them to perform it. Thus improvements were made, though 
the task was difficult because L.E.A.s had to deal with a 
very heterogeneous collection of schools. In 1908 the 
Board of Education exerted pressure on L.E.A.S by draw- 
ing up a ‘Black List,’ and encouraging them to eliminate 
their worst schools which were included in it. This has been 
a slow process. Too often school buildings, which were 
unsuitable to modem conditions, were so solidly built, or 

^ ‘Subject^ grants were retained for a few ‘practical’ courses, such as cooking and 
manual instruction. 
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inconveniently placed, that they resisted adaptation. But, for 
all that, improvement was made until it was checked by the 
first World War. In i9Z4 the Black List scheme was 
revived. 

In other ways a new spirit was infused into English 
education after 1902; and this was largely the work of 
Morant, who was knighted for his services in 1907. He 
issued a series of regulations, in each of which he included a 
prefatory memorandum signed by himself. These covered 
not only elementary and secondary schools, but also the 
training of pupil-teachers who were to receive a general 
education in a secondary school for three or four years, 
with schoolfellows intended for other careers. But it is 
perhaps in his introduction to the Elementary School Code 
of 1904 that the new official attitude to education was most 
clearly seen. It is too long to quote in full,^ but its opening 
words strike a new note: “The purpose of the Public 
Elementary School is to form and strengthen the character 
and to develop the intelligence of the cMdren entrusted to 
it, and to make the best use of the school years available, 
in assisting both girls and boys, according to their different 
needs, to fit themselves, practically as well as intellectually, 
for the work of life.” The conception of elementary educa- 
tion as a charity provided for the ‘lower classes’ is gone for 
ever. The Times, in a leading article, made the following 
comment: “The change is a momentous one. It means that 
our English Board of Education has definitely abandoned 
the old crude idea that its functions were merely financial 
and administrative — viz. to devise means by which the 
country might get tangible value for an expenditure more or 
less grudgingly bestowed; and that it has finally shaken off 
the misleading associations of the theory of ‘payment by 
results.’ For the first time the child, rather than the official 

^ It is given in Lowndes, The Silmt Social l^cvolution^ pp 141—2, 
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Of the tax-payer, is recognised as the most important con- 
sideration.”^ 

The Code of 1904 was followed in 1905 by a Handbook 
oj Suggestions for the Consideration of Teachers and others en- 
gaged in the Work of Tublic Elementary Schools, The title is 
significant; it is not ‘instructions’ or ‘regulations,’ but 
‘suggestions.’ In a comprehensive introduction, which was 
written by Morant himself, and which preceded detailed 
suggestions on teaching methods, he stresses the signifi- 
cance of the teacher’s part in the training of character, the 
value of co-operation with other local social agencies and 
with the home, and the importance of physical welfare. 
The Handbook has been periodically revised since its first 
appearance in 1905, and it is this — and not a set of official 
instructions — ^which gives the teacher guidance in his work. 
There is no country in which the teacher in the State schools 
has more freedom than he has in England; but as the Hand- 
book wisely says : “Freedom implies a corresponding respon- 
sibility in its use.” The virtual abolition of ‘payment by 
results,’ made possible by the introduction of the ‘block 
grant’ in 1900, also involved a modification in the duties of 
the Board’s inspectors. It was no longer their duty to 
examine children and assess grants on the results. They 
now had greater freedom to advise and help, and to dis- 
seminate new ideas. It took a long time to break down the old 
attitude of distrust and hostility to the H,MJ,, which the 
old system had tended to encourage; but inspectors’ visits 
are no longer regarded as inquisitorial visitations. As Mr. 
Lowndes, writing in 1937, said: “How great this change has 
been is only perhaps appreciated by the older members of 
H.M. Inspectorate and % teachers who began their career 
as pupil-teachers in the 1 890’s and are now retiring from the 
profession.”® 

^ Quoted by Allen, Sir Robert Morant^ pp. 213-14. 

® 'The Silent Social Revolution, p. 137. 
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In the field of secondary education the Act of 1902 per- 
petuated a ‘dual system,’ as well as in that of elementary 
education; but it was of a different kind. On the one hand 
were the old endowed grammar schools, which had hitherto 
received no assistance from public funds, but were now 
aided by L.E.A.S. After 1902 there also came into existence 
a number ofmunicipal or county secondary schools, founded 
and maintaiued by the councils. In some cases such schools 
— as has already been said — were evolved out of existing 
higher-grade or organised science schools, or pupil-teacher 
centres. The fact that secondary schools were now eligible 
to receive grants made it necessary for the Board of Educa- 
tion to determine what exactly a ‘secondary school’ was. In 
the 'Rjigulations for Secondary Schools issued in 1904 it was 
defined as “a Day or Boarding School offering to each of 
its scholars, up to and beyond the age of 16, a general educa- 
tion, physical, mental and moral, given through a complete 
graded course of instruction, of wider scope and more 
advanced degree than that given in Elementary Schools.” 
The course had to last not less than foxor years and was to 
include English subjects, at least one language other than 
English, mathematics and science, and drawing. Provision 
was also to be made for manual training and physical 
exercises. Music was not mentioned; but “where two 
languages other than English are taken, and Latin is not 
one of them, the Board will require to be satisfied that the 
omission of Latin is for the advantage of the School.” 
Thus the curriculum prescribed for secondary schools of all 
types, including those which had recently been founded or 
had been evolved from forms of higher elementary or 
technical education, was “based wholly on the tradition of 
the Grammar Schools and the Public Schools. Further- 
more, the concept of a general education which underlies 
these Regulations was divorced from the idea of technical 
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Of quasi-technical education, though in reality much of the 
education described as ‘liberal’ or ‘general’ was itself voca- 
tional education for the ‘liberal’ professions.”^ The ‘aca- 
demic’ bias which was thus given to the concept of secon- 
dary education has tended to persist; and although much 
has been done since 1904 to widen this concept, progress 
has been slower than it might have been. 

The founding of new secondary schools and the taking 
over of other schools of this type and making them efficient 
proved to be an expensive process. The L.E.A.s were 
anxious to keep fees low, but at first they were empowered 
to raise only a zd. rate for higher education, except by 
special consent of the Local Government Board.® The 
simation was eased in 1907. In that year a scholarship 
system was introduced which greatly facilitated the access 
to secondary education of promising children from elemen- 
tary schools. All grant-aided secondary schools were now 
to admit, as free-place scholars, pupils who had spent at 
least two years at a public elementary school. The number 
of such pupils was to be not less than 25 per cent, of the 
total entry to the secondary school in the previous year. A 
grant of £5 per pupil was payable. To ensure that this 
scholarship system would not have the effect of lowering 
the standard of work in the secondary schools it was pro- 
vided that candidates for free places should pass an entrance 
test appropriate to their age and previous education. It was 
intended as a qualifying examination; but the subsequent 
development of the demand for secondary-school educa- 
tion made the test a highly competitive one. Its repercus- 
sions on both the work of ffie junior elementary school, and 
on the problem of selection for secondary education, were 
destined to cause many difficulties later on. The limit of 

^ R. F. Young, Histotical Introduction to Spens K^porty pp. 66-7. 

® Sec Education Acf^ 1902, § 2. 
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25 per cent, of the previous year’s entry was subsequently 
raised; and even before fees were i^ally abolished in 
secondary schools by the 1944 Act, there were in existence 
some schools where this was the case. On the other hand, 
the economy campaign of 1932 involved a modification of 
the free-place system. In that year ‘free places’ became 
‘special places.’ The parents of elementary-school pupils 
who had been selected by examination for admission to a 
secondary school were required to pay fees, if they could 
afford to do so ; and L.E. A.s were instructed to draw up 
scales based on the parents’ income. The free-place system 
caused some uneasiness at first, especially among schools 
and parents who were conscious of their own social 
exclusiveness; but on the whole the scheme worked well 
and the number of ex-elementary-school pupils in secondary 
schools rapidly increased. The introduction of the bursary 
system, whereby intending teachers in elementary schools 
were encouraged to attend a secondary school and stay 
there till the age of seventeen or eighteen,^ also brought a 
large number of pupils into secondary schools aided or 
maintained by L.E.A.S. 

Elderly critics, who base their censures of schools on 
vague recollections of their youth, do not always realise 
the very marked progress which has been made in curricula 
and methods of teaching since the beginning of the present 
century. This is, perhaps, particularly true of the secondary 
school. There are various reasons for this. The curriculum 
has been widened, and there may now even be a danger 
of sacrificing depth for breadth. New subjects, such as 
biology, Spanish, economics, civics, have been introduced. 
The reasons are partly social and partly economic, but they 
ate due also in some measure to the reaction of the universi- 
ties on secondary schools. The institution, for example, of 

^ Sec Sf^ra^ p. 218, 
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new honours courses in geography or of degrees in com- 
merce and agriculture has not been without its effect on 
schools. Again, the development of University Depart- 
ments of Education, the improvement of training-college 
courses, the growing interest in educational psychology and 
in the theory of education, as well as in method — all this 
has led to greatly increased technical efficiency among 
teachers. It is noteworthy that nearly all treatises dealing 
specifically with the “special methods” of the various school 
subjects have been written since the beginning of the pre- 
sent century. Hitherto a chapter in a comprehensive 
was deemed sufficient. The growth of new schools, 
not hampered by tradition, has also helped- to foster 
experiment. The Dalton Plan and the Project Method, for 
example, even when they have not been adopted in their 
entirety, have diversified and vitalised the old routine of 
class-teaching. The use of broadcasts, the gramophone, and 
the epidiascope has also proved valuable. Experiments in 
self-government have helped to displace conventional 
methods of discipline and organisation. In fact, there has 
been in every department of the school’s life a growth of 
freedom and flexibility. The Qassics have lost much of their 
old predominance. Latin is no longer prescribed by official 
regulations as the second foreign language in a secondary 
school, and Greek, in particular, has lost much ground; 
but both subjects are taught more intelligently than they 
were under the regime of ‘gerund-grinding.’ Modem 
languages owe much to the use of phonetics and especially 
to the direct method. Geometry has replaced ‘Eudid.’ 
Natural science in the early days of South Kensington too 
often consisted largely of the memorising of text-books 
with little or no practical work; it is now taught in pro- 
perly equipped laboratories. English grammar as a school 
subject is no longer formal, but functional. Geography, 
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instead of being a subject which required little more than the 
getting by heart of Rsts of capes and bays, is now a scientific 
study of the interaction of man and Ms environment. 

The broadening of the curriculum has been due largely 
to the influence and example of individual headmasters, 
such as Thring of Uppingham, Sanderson of Oundle, 
or Howson of Holt — and perhaps even more to the great 
headmistresses. Improvements in teaching method owe 
much to men like A. J. Herbertson, with Ms scheme of 
geograpMcal ‘regions,* M. W. Keatinge, who utilised 
documents in the teaching of Mstoty, and W. H. D. Rouse, 
who introduced the direct method into the teaching of 
Classics. The writings of Sic John Adams have also dealt 
largely with matters of techmque.’- The work of all these 
men was done in the first two or three decades of the 
twentieth century. The same period has also seen the most 
valuable co-operation of the Board of Education in the same 
field. Not only in their Suggestions for Teachers have they 
given detailed advice as to the teaching of various school 
subjects, but they have also issued a series of handbooks 
for specialist teachers in secondary schools. Four special 
committees® were set up to enquire into the position of 
natural science, modern languages. Classics and English, in 
the educational system. Those dealing with the first two 
subjects reported in 1918, and the other two in 1921. In 
addition to these reports the Board itself has issued from 
time to time numerous pampMets dealing with method, 
orgamsation, and curriculum. TheexamplehasbeenfoUowed 
by several of the professional societies. The Assistant 
Masters’ Association, for instance, has issued admirable 
memoranda on the teaching of English, mathematics, 

^ E.g. Exposition and Illustration in Teaching (1909); The New Teaching (1918); 
Modem Developments in Educational Practice (1922); Errors in School (1927). 

^ They were actually appointed by the Prime Minister. 
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history, modern languages, and geography. All this 
activity is at once an evidence of, and a stimulus to, that 
increasing efficiency of teaching technique and of school 
organisation which has marked English education since 
1902. 



Chapter XXV 

THE DEVELOPMENT OF THE SPECIAL SERVICES 


Special Schools and Health Education. Influence of Montessoxi. Nursery Schools. 

Alongside the development of the national system of 
education there has been a notable expansion of subsidiary 
services dealing with the health and physical condition of 
the children in the nation’s schools. But it was only 
gradually, after education had become compulsory, that 
administrators began to realise how many children were 
handicapped by ill-health, deformities, and malnutrition. 
For this reason school health services are a comparatively 
recent development, though they have made immense 
strides, especially since 1902. As far back as 1 893 an Elemen- 
tary Education (Blind and Deaf Children) Act had made it 
the duty of school boards to provide education for blind and 
deaf children, between the ages of seven and sixteen, resi- 
dentintheirareas. They were to be accommodated iu schools 
certified by the Education Department as suitable for the 
purpose. As a result day schools and institutions for such 
children were established, and existing ones improved, in 
various parts of the country. Already, in 1892, schools for 
mental defectives had been opened in Leicester and London. 
In 1899 an Act empowered authorities to ascertain the 
number of children who were epileptic and mentally 
defective, and to provide special instruction for them. By 
further legislation in 1914 L.E.A.S were compelled to 
make suitable provision for mentally defective and epileptic 
children. Of recent years it has become a general practice 
to distinguish mentd defectives from educationally ‘back- 
ward’ children, whose intelligence quotients may range 
from about seventy upwards.^ A Mental Deficiency Com- 
mittee, which issued its report in 1929, suggested that 

^ See Burt, Th hacksvard Child, pp. 84-5. 
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both types should be regarded as one unit, and, as far as 
possible, educated in ordinary schools. The sorting would 
be done by mental tests and the special school for sub- 
normal children would disappear; it would be replaced 
by 'special’ forms in an ordinary school.’- Segregation 
may be bad both for the mentally defective and for the 
dull or retarded child; and parents resent having to send 
their offspring to what they sometimes call the loony’ 
school. But many teachers feel that there are serious 
difficulties in dealing with abnormal children in schools 
which are designed for those who are normal. What can 
be done in a ‘special’ school, when it is administered with 
vision and enthusiasm, is shown in the case of Lankhills 
School, near Winchester; and such achievements are not 
without their significance for the education of normal 
children.® 

The mentally defective child and the blind or deaf-mute 
are so conspicuous and so difficult to deal with educationally 
that they have formed classes apart and have called for 
special treatment. But there remains the case of the child 
who can attend the ordinary school, but who is handi- 
capped by bad health, neglect, lack of proper nourishment, 
poor physique, defective teeth or eyesight. School medical 
inspection was started in London in 1890 and in Bradford 
in 1893 ; but it was the Boer War (1899-1902) which force- 
fully directed pubhc attention to the necessity for improving 
the national health. An Inter-Departmental Committee on 
Physical Deterioration in 1904 drew attention to the need 
for a systematic medical examination of school children. In 
1907 a clause in the Education (Administrative Provisions) 
Act laid upon L.E.A.S “the duty to provide for the medical 


^ See especially §§ io6 and 156-62 of Keporf of the Mental Defidencj Committee 
(1929), 

® Sec Duncan, The Education of the Ordinary Child. 
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inspection of children immediately before, or at the time of, 
or as soon as possible after, their admission to a public 
elementary school, and on such other occasions as the 
Board of Education direct, and the power to make such 
arrangements as may be sanctioned by the Board of Educa- 
tion for attending to the health and physical condition of 
the children educated in public elementary schools.”^ 
Morant, who , had always- been interested in questions of 
public health and fully realised its educational impKcations, 
promptly established a Medical Branch of the Board of 
Education. This was put in the charge of Dr. (afterwards Sir 
George) Newman. The importance of the work which he 
did for the health of schoolchildren from the time of his 
appointment till his retirement in 193 5 can hardly be over- 
estimated. His annual reports from 1908 onwards also did 
much to keep alive public interest in the school medical 
service. Thus was developed a State system of school 
medical inspection and a regular school medical service. At 
first the work was confined to the inspection of school- 
children, but the L.E.A.S were not called upon to provide 
treatment of any kind. Lowndes® says that this was due to 
the Victorian fear of ‘pauperising’ parents and stiU more to 
avoid antagonising private practitioners. But owing to the 
influence of teachers and the work of voluntary Care Com- 
mittees much was done even without compulsion. A con- 
solidating Education Act of 1921 turned the L.E.A.s’ 
power of making arrangements for attending to the health 
and physical condition of schoolchildren into a duty; but 
any treatment provided was to be charged to the parents if 
their means permitted. The Fisher Act of 1918 cafried 
medical inspection and treatment into the field of secondary 
and continuative education. The work of the school medical 


^ Education (Administrative Provisions) Act, 1907, S 13 (h) 
® The Silent Social T>jevolution^ p. 229. 
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officer has been supplemented by the appointment of school 
nurses and dentists. This work was designed to be, so far as 
possible, preventive, and the central authority paid a 50 per 
cent, grant on expenditure which was incurred. 

If children are ill-nourished, they cannot profit by the 
teaching which is given them. It has therefore become in- 
creasingly evident that health treatment must be seconded, 
where necessary, by the provision of meals. An Act of 1906 
laid it down that if children were unable, through lack of 
food, to profit by the education given in a public elementary 
school, the local education authority might supply them 
with meals. Contributions were to be collected, so far as 
was possible, from the parents, but this school feeding was 
not to be classed as poor-law relief. The scope of this Act 
was extended during the first World War, and it has been 
still further developed in recent years. 

Health education should be not merely palliative, or even 
preventive, but still more positive. The increasing realisa- 
tion of this fact has been shown by the development of all 
kinds of physical activity, designed not merely to strengthen 
the bodies of pupils, but also as an integral part of the 
‘education of the whole man.’ Here again something is due 
to the influence of Morant. In a letter written in 1906 he 
says : “For myself I have for some time come to feel that 
for the good of the children and the people, what subjects 
are taught and how they are taught do not matter anything 
like so much as attention to the physical condition of the 
scholars and the teacher. Military ffidll had appeared in the 
Code of 1871, and ex-soldiers were employed to give this 
kind of instruction. It survived in the secondary schools 
well into the twentieth century. But more sensible methods 
of physical education were suggested in a syllabus issued by 
the Board of Education in 1909. This was based largely on 

^ Quoted by Alien, Sir Robert Morant^ p. 231, 
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he practice of Sweden and Denmark, where the influence 
)f P. H. Ling (1776-1839) had transformed the teaching of 
gymnastics. The Board also appointed special inspectors of 
physical exercises,’ and under their expert guidance phy- 
sical training has progressed along definitely educative 
ines. For long specialists had to go to Sweden or Denmark 
for training; but in 1885 a college for women who wished 
to become physical-training instructors was opened at 
Dartford. It was not until 1933 that a similar training 
college became available for men. But for the non-specialist 
student physical training has been a compulsory subject in 
all training colleges since 1909. The development of physical 
education in more recent years will be discussed later. It has 
been due not only to what have been by some people 
regarded as military necessities, but also to greater reahsa- 
tion of the fact that education is as much a matter of the 
body as of the mind, and that schools should be equ^y 
concerned with both. We have, in fact, revived the teaching 
of the ancient Greeks on this matter. 

The normal English method of physical education is not 
so much through set exercises, however scientifically these 
have been devised, but rather through games — whether 
‘organised’ or not. In the early part of the nineteenth century 
these had been tolerated in the boarding schools as a method 
of keeping boys out of mischief in their spare time. But 
progressive headmasters, like Thring, saw the educative 
value of games; and this was more and more widely recog- 
nised in schools of all kinds. Most of the new secondary 
schools, which came into existence as a result of the 1902 
Act, were provided with playing-fields and made full pro- 
vision for organised games. This movement reacted on the 
elementary schools. In 1906 the Board of Education 
allowed organised games to be played during school hours, 
and public parks and open spaces have been utilised for the 
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purpose. Instruction in swimming at the local baths has also 
been provided as part of the school curriculum. Some of the 
newer elementary schools, provided by L.E.A.S, have their 
own playing-fields ; but even so there has been, and still is, 
a considerable shortage of facilities, not only for children at 
school, but even more for young people who are no longer 
under full-time instruction. It was to meet the needs of such 
as these, in particular, that the National Playing Fields 
Association was founded in 1925. 

Another aspect of the same movement was the establish- 
ment of evening play-centres. A pioneer in this work was 
the Children’s Happy Evenings Association, which had 
started its operations in 1888. By 1914 there were ninety- 
four centres in London and forty-one in the Provinces 
where children in poor districts could find opportunities 
for play after school hours. Later the Play Centres Associa- 
tion, due largely to Mrs. Humphry Ward, used school 
premises for two hours in the evening on five days a week, 
so as to provide play facilities. The Education (Adminis- 
trative Provisions) Act of 1907 included a clause empower- 
ing L.E.A.S to provide such centres or to aid voluntary 
agencies in providing them; and in 1917 State grants were 
made available for this purpose. This led to an increase in 
the number of play centres, and by the end of March 1918 
they totalled, 171. These centres not only provided for 
organised games, but also for singing and dancing, and for 
painting, needlework, and handicrafts. Opportunities were 
also given for children to read or play quietly with toys on 
their own initiative. 

It may not be out of place in this context to discuss 
another movement which has affinities with those which 
have already been described. This is the work and the in- 
fluence in this country of Maria Montessori. Her theories 
owe much to those of Froebel,.but sheput them into practice 
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first among mentally defective children, and one of her 
Lef interests is the health and physicalfreedom of children, 
secially those of the earliest age. After qualifying as a 
ctor at the University of Rome, she worked in a psychia- 
c clinic and became interested in feeble-minded children, 
le came to the conclusion that they needed education even 
Dte than medical treatment. For two years (1898-1900) 
e ran a school for such children, working in it herself and 
lining teachers for the work. Her experience led her to the 
:lief that the methods which she had found most success- 
1 in dealing with feeble-minded children would be quite 
)plicable to those who were normal, and that ordinary 
hools needed the sort of transformation which she had 
xomplished in her own ‘special’ school.^ At last there 
:curred an opportunity of putting her theories to the test, 
n association which was dealing with the housing problem 
L Romeproposed that each tenement shouldhave attached to 
. a school in which the children, between the ages of three 
nd seven, would be under the supervision of a teacher who 
muld also live in the tenement. Dr. Montessori was invited 
y co-operate in the scheme. The first Casa dei Bambini, or 
Children’s House,’ was opened in 1907; and although the 
xperiment lasted only till 1911, it amply proved the success 
►f Montessori methods in the case of normal children, 
[hese methods are based on sense-training, and, like 
Froebel, Dr. Montessori lays stress on the use of pieces of 
Lpparatus which she has devised. The child is also given 
x>mplete freedom and there are no class-methods. The 
:eacher’s part is to observe and direct, but not control. 
Dr. Montessorifeelsthatundermodern conditions, especially 
where the mother has to go out to work, the home cannot 
educate properly, and, if so, the school must make good the 
deficiencies. The Children’s House was designed to “com- 

^ Compare the views of Mr. Diincaii (see The Education of the Ordinary Chili), 
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munise the maternal functions,” as so many other social 
activities have been communised. 

All these doctrines may — and indeed do — ^provoke 
criticism, but the work and theories of Dr. Montessori have 
stimulated much interest, particularly in this country and in 
America. They link up with a movement which has come 
increasingly into prominence since the beginning of the pre- 
sent century. The experience of the School Medical Service 
showed that little attention was available for children of pre- 
school age — ^i.e. from about two to five. Yet this is a stage 
at which medical supervision is of paramount importance. 
It is also a period when desirable habits, both personal and 
social, are most easily acquired. As Sir George Newman 
had repeatedly pointed out in his annual reports, the years 
below five are both physically and psychologically the 
crucial age. But there are many homes where conditions 
make adequate medical and educational supervision im- 
possible. It is for reasons such as these that nursery schools 
and nursery classes have come into existence. The move- 
ment owes much to the two sisters, Rachel and Margaret 
McMillan. For years they worked, with little encourage- 
ment, to secure the provision of health centres for poor 
children, and of school meals and regular medical inspec- 
tion. The passing of the Education (Provision of Meals) 
Act in 1906, and of the Act of 1907, which provided for 
medical inspection, was due in no small measure to their 
efforts. In 1914 Rachel McMillan started an open-air 
nursery school at Deptford. In such schools children from 
two tofiveyears of age spend the whole dayand are provided 
with meals. They are given full opportunity for play and rest 
and for the development of good and useful habits. There 
is, of course, no formal instruction, though some begin- 
nings may be made informally; and perhaps the term 
‘nursery school is somewhat misleading in this context. An 
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ternative to the independent nurseiy school is the nursery 
ass attached to an infant school. 

Nursery schools in their early stages were fostered 
rgely by voluntary effort. The Fisher Act of 1918 made it 
ermissive for L.E.A.s to set up such schools, and grants 
)r this purpose were offered in 1919; but not many of 
lem availed themselves of this power. In 1933 the Con- 
iltative Committee of the Board of Education, under Sir 
V. H. Hadow’s chairmanship, issued a Report on Infant and 
'lurserj Schools? It proposed to retain the statutory lower 
ge limit for compulsory school attendance, but it re- 
;arded the nursery school as “a desirable adjunct to the 
lational system of education. In districts where the housing 
nd general economic conditions are seriously below the 
•verage, a nursery school should, if possible, be provided. 

. . Apart from purely social and economic considerations 
nodel nursery schools for children from the age of two 
mwards are educationally desirable.”® One of the members 
>f the Committee, Miss Freda Hawtrey, in a note appended 
:o the V^port, expressed the view that the nursery school 
would be of more value if it could keep its children till 
seven, the age when they would pass into the upper depart- 
ment of a primaryjschool.® This is a viewwhich has gainedin- 
creasing acceptance and is advocated by the Nursery School 
Association, which was first formed, with Margaret Mc- 
Millan as its president, in 1923. The conditions obtaining 
during the second World War speeded up the nursery- 
school movement, and further reference will be made to it. 
It is now felt in some quarters that nursery-school education 
should be available for children of aU types and all classes. 
Teachers for nursery-school work are trained at the Rachel 

^ There is a gocxi iustorical summary of the nursery-school movement in Eng- 
land in pp. 33-46 of this Report, 

* Report on Infant and Nursery Schools^ pp. 187-8. 

*Op. p. 196. 
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McMillan College, Deptford, and at the Froebel Educa- 
tional Institute. Some other training colleges and some 
university training departments also provide special courses 
£q£ ptcparing students to become teachers in nursery or 
infant schools. 



Chapter XXVI 

A NEW CONCEPTION OF ‘SECONDARY’ 
EDUCATION 

The Fisher Act and the Hadow KeporL Reorganisation and the 1936 Act. 

The first World War of 1914-18 had considerable repercus- 
ions on national education. It altered the home conditions 
)f many children; it weakened the staffing in many schools, 
jecause men teachers were taken away on military service; 
ind it led to drastic economies in school building and 
equipment. But the schools rose to the occasion. Children 
jave help in social and agricultural work and formed 
var-savings associations. Perhaps their greatest conttibu- 
;ion was ‘business as usual’ in spite of the great diffi- 
mlties with which they had to contend. The whole popula- 
don, which for the most part had been educated in the 
elementary schools, responded to the calls which the war 
made upon it, both in and out of the army ; and this resulted 
in a more widely spread appreciation of the true value and 
significance of education. As Mr. H. A. L. Fisher said in his 
speech on the Education Estimates on April 19th, 1917: 
“If anyone had doubted the value of our elementaryschools, 
that doubt must have been dispelled by the e:^erience of 
the war.”^ Thus it was realised that education would play a 
leading part in the work of reconstruction when the war was 
over. 

All these aspirations were gathered up in an Education 
Bin which was passed into law on August 8th, 1918 — 
before the war was over and while its issue was still un- 
certain. The Fisher Act — ^for it is usually known by the 
name of the President of the Board of Education who 
sponsored it — affected many departments of the national 

1 ParJiamattaiy Debates, Fifth Scries, vol. scu, 1893. (Quoted by Bi^enough, 
History of HImtntary BAucaiiotiy p. 212.) The whole speech is worth read in g, 
zx. — 10 271 
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system of education. It extended the powers of local 
authorities and gave them stimulus to co-operate. They 
“may and shall, when requited by the Board of Education, 
submit to the Board schemes showing the mode in which 
the duties and powers under the Education Acts are to be 
performed and exercised, whether separately or in co- 
operation with other authorities.”^ The system of grants 
was modified; “the total sums paid to a Local Education 
Authority . . . shall not be less than one-half of the net 
expenditure of the Authority recognised by the Board of 
Education.”^ Fees in elementary schools were abolished 
and — as has already been pointed out — ^L.E.A.s were em- 
powered to supply, or aid the supply of, nursery schools and 
nursery classes “for children over two and under five years of 
age, or such later age as may be approved by the Board of 
Education, whose attendance at such a school is necessary or 
desirable for their healthy physical and mental develop- 
ment.”® Local authorities were also permitted, with the 
Board’s approval, to provide, maintain, or assist “(a) 
holiday or school camps, especially for young persons 
attending continuation schools; (F) centres and equipment 
for physical training, playing-fields . . . school baths, school 
swimming-baths; (c) other facilities for social and physical 
training in the day or evening.”^ The employment of 
children under the age of twelve was entirely forbidden; and 
the employment of those over this age — such as per- 
formers in entertainments or newspaper boys — ^was strictly 
regulated. Medical inspection was extendedfrom elementary 
to secondary and continuative education. 

But the most important provisions of the Act — which 
in the event remained almost entirely inoperative — ^were 
those empowering L.E.A.S to raise the upper age limit of 


1 'Education Acf^ 1918, § i, 
^Op,cit,%^, 


« Op, cif,, § 19 (a). 
* Op. cif., S 17. 
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compulsory full-time school attendance to fifteen,^ and the 
institution of day continuation schools. The latter were 
to be available without fees for boys and girls up to the age 
of sixteen (after seven years, up to eighteen) who had left 
school. Attendance was to be compulsory for 3 20 hours in the 
year, though this total might during the preliminary seven 
years be reduced to 280 hours if the L.E.A. so decided. Thus 
the ‘young person’ would spend part of his time in industry 
and part at an institution of contiauative education. This 
would provide a valuable link between school and industry, 
and would ease the transition from the one to the other for 
the young worker. The scheme was to take effect from an 
‘appointed day,’ which would be settled by the Board with 
each separate L.E.A., taking into account its preparedness 
to operate the system. But there were many difl&culties. 
Employers were not always will ing to co-operate, and it was 
not easy for L.E.A.S to find the necessary school accom- 
modation and teachers. However, a start was made in some 
places. London and West Ham, for example, worked the 
scheme for a time, but generally it hung fire. Rugby alone 
succeeded in implementing this section of the Fisher Act 
and carrying it forward;® but several other big towns 
have run voluntary continuation schools, and some of 
the great industrial firms have also introduced continuation 
schemes for their young employees. But with exceptions 
such as these the project of part-time continuative educa- 
tion, like that of raising the school-leaving age, went into 
‘cold storage’ for the time being. 

The 1918 Act contains the seeds of reform which have 
begun to germinate after lying dormant for some time; in 
particular it adumbrated the nursery school and the day 
continuation school as integral parts of the national system 

^ Half-time and other exemptions were abolished, and attendance was everywhere 
madft compulsory up to the coil of the term, in which the age of fourteen was r^ched. 

® See Kitchen, 'Prom Learning to Baming^ 
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of education, and it pointed the way to the raising of the 
leaving age. The fact that it remained in part ineffective was 
due to post-war fibaancial stringency. In 1921 a Committee 
on National Expenditure, under the chairmanship of Sir 
Eric Geddes, recommended that grants to education should 
be reduced by about a third. This put an end to educational 
developments. Teachers were also made to suffer by having 
their salaries reduced and their pension scheme put on a 
contributory basis. The ‘Geddes Axe,’ as it was called, 
“led to a meticulous examination of local expenditure and 
the unnecessary holding up of the programmes of local 
authorities, to absurd economies on buildings and staff and 
to the indefinite postponement of continuation schools.”^ 
In the event many of the so-called ‘economies’ proved ill- 
advised and expensive, and there was some reaction when 
the Labour Party came into power in 1924. This party has 
always regarded education as one of the most important 
agents of social reform; and as part of that reform it had 
advocated ‘secondary education for all.’ But ‘secondary’ 
in this context could not mean the academic type of educa- 
tion which was given in the endowed grammar or public 
schools. Dr. Tawney, a university teacher of economics and 
a prominent exponent of socialism, made clear the implica- 
tions of the slogan. “The Labour Party,” he says, “is con- 
vinced that the only policy which is at once educationally 
sound and suited to a democratic community is one under 
which primary education and secondary education are 
organized as two stages in a single continuous process; 
secondary education being the education of the adolescent 
andprimary education being educationpreparatory thereto.’® 
To implement this scheme the Cons^tative Co mmit tee of 
the Board of Education were asked to review the experi- 

^ Birchcnough, Hisiory of Elemeniary Edfication^ pp. 239-40. 

* Ta'wncy, Secondary Education for AJl^ p. 7. 
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xients in post-piimaty education which had been made in 
the existing ‘elementary’ system, and “to consider and 
report upon the organisation, objective, and curriculum of 
courses of study suitable for children who will remain in 
full-time attendance at schools, other than Secondary 
Schools” (here the term was used in its contemporary 
sense), “up to the age of fifteen, regard being had on the one 
hand to the requirements of a good general education and 
the desirability of providing a reasonable variety of curri- 
culum, so far as is practicable, for children of varyiog tastes 
and abilities, and on the other to the probable occupations 
of the pupils in commerce, industry, and agriculture.”’- 
The Report on The Education of the Adolescent, which the 
Committee issued in 1926, is usually known by the name of 
the chairman. Sic W. H. Hadow. The essence of the Hadow 
plan was to make secondary education not, as hitherto, a 
privilege restricted to some 10 per cent, of the school 
population, but the normal course for all children between 
the ages of eleven and fourteen — or fifteen when the leaving 
age was raised. Thus there would be a complete break in 
school life between the primary and the post-primary school ; 
and this would occur at about the age of ‘eleven plus.’ The 
post-primary school would have a fresh organisation and 
curriculum, and the old sequence of standards from I to 
Vn, ambling on without any fresh orientation from the ages 
of seven to fourteen, would be abolished. Thus children 
would leave the primary school at eleven plus and then be 
drafted to another type of school suited to their individual 
needs and attainments. For this reason several types of 
post-primary (or ‘secondary’ in the new sens^) school 
would be needed. The first would be what the Hadow 
Report proposed to call the ‘grammar school.’ This would 

^ 'Report on The Education of the Adolescent^ p. iv. 

2 Hadow Report^ pp. 97-9. 
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indude all schools of the academic type, whethet old 
endowed foundations, ot municipal ot county secondary 
schools such as had come into existence since the 1902 
Act. These would “pursue in the main a predominantly 
literary or sdentific curriculum.”^ Secondly, there 
would be ‘modern schools,’ analogous to the existing 
selective or non-selective central schools. These ‘central 
schools’ had been started in London in 1911 and in Man- 
chester in the following year. They were designed as a kind 
of higher elementary school, fed by several contributory 
schools, for pupils aged eleven to fifteen, and their curri- 
culum, although it had a commercial or industrial bias, was 
not narrowly vocational. The scheme had not spread, and it 
had not been encouraged by the Board of Education ; but the 
Hadow Committee realised its importance. They suggested 
that the new ‘modem’ schools should give “at least a four- 
years course from the age of eleven plus, with a ‘realistic’ or 
practical trend in the last two years.”^ These schools could 
be either selective or non-selective. Finally, where conditions 
made the provision of such schools impossible, there should 
be “departments or classes within Public Elementary Schools, 
providing post-primary education for children who do not 
go to any of the above-mentioned types of Schools.”* 
These would be known as ‘senior classes.’ In addition, 
there should be junior technical and trade schools, which the 
Hadow Committee considered to be “doing most valuable 
work and should be developed so far as is possible in 
accordance with the needs and requirements of certain 
local industries.”* The normal age for entry to such schools 
would remain at thirteen plus . Schools of this type had been 
developing slowly since the early years of the twentieth 
century. In 1905 grants had been made available for ‘day 

^ Op. cit., p. 99. ® Op. cit,y p. 95. ® Op. cit.y p. 96. 

* Op. cit,^ p. 6b, For Junior Technical Schools see infrUy pp. 318-321. 
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jchnical classes,’ otganised for pupils who had completed 
leit elementary education. It was not until 1913, the 
inior technical school was recognised as a separate type, 
iving a course lasting two or three years from the age of 
hirteen. 

The Hadow Report thus proposed that primary education 
ihould end at eleven plus; the term ‘elementary’ would 
lisappear. The Consultative Committee thought that 
‘there is a tide which begins to rise in the veins of 
routh at the age of eleven or twelve,”^ and it was for 
:his reason that they proposed to make the transfer 
It that age. The wisdom of a hard-and-fast rule of 
diis kind has frequently been questioned.® Mental and 
chronological ages frequently do not coincide; and in any 
case it has been felt by many competent critics® that another 
age of transfer would be indicated. However, the Hadow 
Report standardised the transfer at eleven plus — for better or 
worse. At that age the child would be drafted either to an 
academic grammar school or to a more realistic and prac- 
tical modern school, whether selective or non-selective; if 
this was impossible, he would go into a senior class. The 
curriculum in the modem school or the senior class would 
not be rigid, and might admit of some ‘bias’ as determined by 
local conditions ; but generally it would be of the same type. 
At the age of thirteen plus some pupils from these schools 
could be drafted to junior technical schools. The problem 
which immediately followed was how to make this selection. 
“For this purpose,” says the Report, “a written examination 
should be held, and also, wherever possible, an oral exam- 
ination. A written psychological test might also be specially 

^ Hado\s 7 Keporf^ p. six. 

® See, for example, Burt, British Journal of Educational B^chology^ November I943> 
p. 126. 

® E,g. Sir Fred Qarke (in Education and Social Change^ pp. 50-3), who advocates 
two breaks, one about nine, and one about thirteen. 
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employed in dealing with border-line cases, or where a 
discrepancy has been observed between the result of the 
written examination and the teacher’s estimate of pro- 
ficiency.”^ Adequate arrangements should be made for trans- 
fer, if it afterwards seemed indicated, from modern to 
grammar schools at the age of twelve or thirteen, and con- 
versely from grammar schools to modern or junior technical 
schools. It was also suggested that a new leaving examina- 
tion should be “framed to meet the needs of pupils in 
selective and non-selective Modern Schools and in the 
Senior Classes which retain some of their pupils to the age 
of fifteen.”* All this meant that an entirely new meaning had 
been given to the term ‘secondary.’ Nothing is clearer than 
the intention of the Hadow Committee to regard all types 
of post-primary school as institutions of equal rank. “We 
regard it as most important,” they say, “that the new 
Modem Schools and Senior Classes should not become 
inferior ‘secondary’ schools”;® and again: “This growth 
[i.e. of modem schools] will run side by side with, but in 
no sense counter to, the growth of secondary schools; and 
while it will differ in kind, it will not be inferior in its 
promise or quality.”* Much progress has been made since 
1 926 in the popularisation of the contention, but we are still 
fat from realising it completely, and even farther from 
giving it full expression. 

The importance of the Hadow Bjport was generally 
recognised. It was followed up in 1928 by a most helpful 
pamphlet issued by the Board of Education and entided 
The Nejv Prospect in Education. This dealt with the problems 
involved in reorganisation and gave an account of schemes 
which were already in operation. But there were difficulties 
in the way of implementing the Hadow scheme. In order to 

^ Hadow 'Rjeporti p. 178. ® Op, cit^ p. 108. 

2 Op. cit., p. 179. * Ihid, 
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reconstitute post-primary schools as separate entities, 
L.E.A.s had to adapt existing buildings or proTide new 
ones; but a 50 per cent. Exchequer grant made for the pur- 
pose for a period of three years from September ist, 1929, 
had to be withdrawn in 193 1 owing to fingndal stringency. 
However, the work of reorganisation went ahead slowly, and 
byi938 63'3 per cent, of pupils over the age of eleven were 
in reorganised schools. In country areas travelling was often 
a problem. If a small village all-standard school were con- 
verted into a junior school, the post-primary school, which 
the elder children would have to attend, might be some 
distance away. Complications also arose out of the ‘dual 
system.’ If an all-standard Church of England school were 
‘decapitated’ and became a junior school, and no senior 
Church of England school were accessible, those children 
who left at the age of eleven plus might have to be drafted 
to a post-primary council school. As the voluntary bodies 
had to provide the school buildings and carry out the 
necessary adaptations, reorganisation involved particularly 
heavy burdens for them, especially if, in addition to all this, 
the school-leaving age — as was generally hoped — were 
raised to fifteen. 

There were many attempts to meetthis situation. Finally, 
in 1936, an Education Act was passed to deal with these diffi- 
culties and make possible reorganisation ina complete form. 
The school-leaving age was to be raised to fifteen on Septem- 
ber I St, 1939; but the effect of this provision was largely 
nullified by allowing exemptions in the case of children over 
the age of fourteen who were entering what was called 
‘beneficial employment.’ L.E.A.S were empowered to make 
grants of not less than 50 per cent., nor more than 73 per 
cent., of the cost of school buildings for non-provided 
schools “for the benefit of senior children.” In these schools, 
which were to be known as ‘special agreement schools,’ 

E.E. 10* 



28 o 


HISTORY OF ENGLISH EDUCATION 


denominational religious instruction was to be given by 
‘reserved’ teachers, who would have denominational qualifi- 
cations for this work. They were to be appointed by the 
L.E.A., but school managers could veto such appointments 
if they were not satisfied as to the candidates’ suitability in 
this respect. These new non-provided schools were at the 
same time to give non-denominational religious teaching 
on an ‘agreed syllabus’^ to children whose parents wished 
them to have it, but who could not conveniently attend a 
council school provided by the L.E.A. Conversely, if a 
denominational non-provided school were not available, a 
parent might withdraw his child from religious instruction 
on an agreed syllabus, given in a council school, in order 
that he might receive denominational teaching of a kind not 
given in such a school. Voluntary bodies which desired to 
apply for building grants under this Act were required to 
submit their schemes by March ist, 1938. Although this 
date was afterwards put forward, the events of the next few 
years rendered the 1936 Education Act much less successful 
than had been hoped. 

^ Le. a syllabus of religious instruction of a non-denominational character, 
agreed upon by local representatives of the Established Church and the Noncon- 
formist Churches. 



Chapter XXVII 

PUBLIC AND PRIVATE SCHOOLS 


The Qosed System and its Critics, The Fleming Report, Kindergartens; the 
P.N.E.U.; Roman Catholic Schools; ‘Progressive’ Schoofi. 

The Act of 1902 brought the secon.dar7 schools into the 
national system of education and the Hadow Import of 
1926 greatly widened out conception of what secondarj’’ 
education should mean. But, in spite of the expansion of the 
national system since the beginning of the century, public 
^nd private schools stiU flourish and stfll remain largely 
independent of State control, though they have been more 
or less influenced by ideas and movements from inside dae 
State system. In 1936, of the 592,715 pupils receiving 
secondary education, about 6 per cent, were in public or 
preparatory schools. The public schools are for the most 
part boarding schools and non-local in character. During 
the latter part of the niueteenth century they began, owing 
to pressure of numbers, to give up taking young boys and 
to adopt an entry age of about thirteen. Some public schools 
— as, for example, St. Paul’s — ^have established separate 
preparatory departments ; but it is far more usual for these 
preparatory schools to be run by private enterprise as board- 
ing establishments, and to be situated in healthy localities by 
the sea or in the country. They take boys at the age of eight 
or nine and prepare them either for the ‘Common Entrance 
Examination,’ established in 1903, which admits candidates 
to public schools, or for schokrsBps at schools of this kind. 
The amenities which preparatory schools provide are costly, 
a nd therefore high fees are charged and admission is 
virtually restricted to the sons of well-to-do parents. The 
Incorporated Association of Preparatory Schools, which 
dates from 1892, links thek headmasters and is represented 

1 St. Paul’s and Mercbant Taylors’ are conspicuous exceptions. 
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on the Teachers’ Registration Council. The curriculum and 
general outlook of these schools are oriented towards the 
public schools for which their pupils are prepared. For 
example, a good deal of stress is laid on the teaching of 
Latin. Owing to these facts, and as the normal age of entry 
to a public school is thirteen, it was difficult to make the 
public school accessible to any boys who had not been edu- 
cated along preparatory-school lines. This resulted in a closed 
priyate system, running parallel with the national system 
but having few points of contact with it. 

But, although the public schools have perhaps tended to 
take too much for granted their superiority over the State 
secondary school, there has been a gradual breaking-down of 
their exclusiveness; and this has grown as the century pro- 
gressed. The public schools share the first and second school 
examinations with all other types of ‘grammar’ school. They 
no longer secure the great majority of open scholarships at 
Oxford and Cambridge. Most of them have accepted inspec- 
tion and have been recognised by the Board of Education. 
Some of their most distinguished headmasters — e.g. Sir 
Cyril Norwood, who was headmaster of Harrow, and 
Canon Spencer Leeson of Winchester — ^have interested 
themselves in national education and have taken part fully 
in educational activities along with representatives of other 
types of education. At the same time State schools have 
learnt much of value from the public schools. Institutions 
such as organised games, prefects, and the house systemhave 
— ^with suitable modifications — ^been adopted not only by 
State secondary schools, but also by elementary schools. 
The pubHc schools, being for the most part largely depen- 
dent on their fees, have encountered difficulties in the hard 
times which the twentieth century has brought; but the 
demand for public-school education has not diminished in 
spite of the development of the national system. New public 
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schools were opened in 1923 at Stowe and Canford. More- 
over, s imil ar schools have been founded for girls. Roedean, 
for example, dates from 1883 and Wycombe Abbey from 
1 896, and there are numerous other schools of this type ; but 
the preparatory-school system has not been to any great 
extent imitated for girls, nor have their public schools a 
co mm on entrance examination. 

The public schools have been criticised ever since the 
days of Sydney Smith, and even before that. The narrow- 
ness of their curriculum and the harshness of their discipline 
and conditions of life were for long the chief charges 
levelled against them. These shortcomings were largely 
overcome during the nineteenth century; but with the 
great development of secondary education inside the State 
system, and with the spread of democratic ideas, the ground 
of criticism tended to change. It was urged that the public 
schools, with their high fees and their closed system, catered 
for a privileged class. It was only the wealthy — or, at any 
rate, the well-to-do — who could afford to send their sons to 
such schools. It was also argued that too much stress was 
laid on the desirability of public-school antecedents in 
appointing candidates to the highest posts in the State. 
Mr. Stanley BaldwLa, when Prime Minister, in a speech-day 
address at Harrow, said: "When the call came for me to 
form a Government, one of my first thoughts was that it 
should be a Government of which Harrow should not be 
ashamed. I remembered how in previous Governments 
there had been four, or perhaps five, Harrovians, and I 
determined to have six.” Remarks like this, even if made 
only half in earnest, occasioned much comment; and the 
assertion, not infrequently made, that the public schools 
afforded the best training for future ‘leaders’ was indig- 
nantly rebutted in some quartets. In short, it was argued 
that such schools were unfairly privileged, that they em- 
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phasised class distinctions, and that they were incompatible 
with a truly democratic regime. But this is not merely the 
view of critics or opponents of the public-school system; 
it is a view which from time to time has also been expressed 
by headmasters of public schools. In 1919 the Head- 
masters’ Conference, under the chairmanship of Sir Frank 
Fletcher, headmaster of the Charterhouse, told the President 
of the Board of Education that they were “ prepared to 
offer as a voluntary service, or rather to claim as a privilege, 
that share in the education of ex-elementary schoolboys 
which was demanded by the State from other schools.”^ 
The offer was gratefully acknowledged, but no machinery 
was proposed to make it effective. But the matter was not 
allowed to rest there, and there were not wanting those who 
believed that the public-school type of education had some- 
thing of value to offer, and that the real solution of the 
problems involved was to see that this kind of education 
should be made available to boys of any class, if they could 
profit by it. 

At last, in 1942, the President of the Board of Education, 
Mr. R. A. Butler, appointed a committee, under the chair- 
manship of Lord Fleming. Its duty was “to consider means 
whereby the association between the Public Schools . . . and 
the general educational system of the country could be 
developed and extended,”* The Fleming Committee recom- 
mended that the opportunities of education in public 
schools “should be made available to boys and girls 
capable of profiting thereby, irrespective of the income , of 
their parents.”® It suggested that two lists of schools 
should be drawn up working under conditions which 
were referred to as Scheme A and Scheme B. Schools 
admitted to the Sdieme A list would be. mainly those which 

^ Fletcher, ^//er Many p. 272. 

2 Report on The Tublic Schools and the General 'Educational System, p. 1. 

* Op. cit, p* 100. 
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ate known as ‘direct-grant schools.’ In 1926 aU grant-aided 
schools not under L.E.A.S were given the choice of receiv- 
ing a capitation grant direct from the central authority 
instead of aid from the L.E. A. The majority opted for the 
L.E.A, grant, but 230 schools preferred the direct grant. 
The Fleming Committee proposed that under Scheme A 
' these schools should be accepted by the Board of Education 
as ‘associated schools.’ They would be “required either to 
abolish tuition fees’- or, if tuition fees are retained, to grade 
them according to an approved income scale which should 
provide for total remission if a parent’s income requires 
it” ; it was also recommended “that boarding charges 
should be similarly graded in all schools participating in the 
Scheme.”^ The local education authority (or authorities) 
should have the right to reserve places at such schools and 
would pay tuition fees for their pupils, and part or all of the 
boarding fee also according to the parents’ means. Direct 
grant would continue to be paid in respect of the other 
pupils, and at least one-third of the governing body would 
be nominated by the L.E.A.S sending pupils to the school. 
Scheme B would apply only to “such Boarding Schools or 
schools taking a substantial number of boarders as the 
Board may accept, being schools recognised by the Board 
as efficient and not being conducted for private profit. ® 
This class would cover public schools of the normal type 
a nd they also would become ‘associated’ — ^i.e. with the 
general educational system of the country. They would offer 
a rninimum of 25 per cent, of their annual admissions to 
pupils who had been previously educated for at least two 
years at a grant-aided primary school. To these children the 

1 In an teport on the AboUtim ofTuttion Fees in GrafU-aidedScbcok^i), 

a mSrity^Sen membera of the Fleming Comimttec a<^vocated of 

fees m ditect-gtant schools; a minority of seven, mcludmg the chairman, was not m 
favoxit of this. 

® Bjportf p. 64. 

® Op. cit, p. loi- 
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Board would grant bursaries to cover the total cost of 
boarding, tuition, and other necessary expenses, subject to 
a contribution from parents who could afford it. The 
bursars would be selected by a Regional Board, and parents 
would be free to apply for a child’s admission to any school 
accepted under the scheme. If the governors of a Scheme A 
school made an agreement with an L.E.A. to reserve a 
certain number of places for its candidates, the L.E.A. was 
to be represented on the governing body. 

The Fleming Committee’s report, like so many other 
educational manifestos, was obviously a compromise. For 
that reason it was much criticised. It did little to satisfy 
those who believe that the public schools emphasise out 
existing social divisions and that they cater for a privileged 
class. Even if 25 per cent, of their pupils were admitted 
from primary schools on a bursary system, the remaining 
three-quarters of their places would still be reserved for the 
children of parents who could afford to pay high fees. It has 
also been suggested that so small a proportion of ex- 
elementary-school bursars might find it difficult to become 
an integral part of such schools; and the assumption by the 
advocates of the public schools that there is something of 
outstanding value in their educational system, which would 
warrant the enormous expenditure of public money in- 
volved in sending a few highly selected bursars to them, is 
not everywhere regarded as axiomatic. But there already 
exist boarding schools which successfully bring together 
boys from different backgrounds under public-school con- 
ditions. At Rendcomb^ in Gloucestershire, for example, 
about half of the pupils enter from preparatory schools and 
elsewhere on a fee-paying basis, while the rest are Tree 
placers’ admitted on the results of the county special-place 

^ Sec J. H. Simpson, Sam Schoolings chap. i. (The school is called ‘Chumsidc’ in 
this book.) 
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examination. Christ’s Hospital aflFords a still more illus- 
trious example. Here is a public school of unquestioned 
standing, an ancient endowed foundation, a boarding school 
with all the traditions of the ‘old school tie’ in the best 
sense, but reserved for those who are ostensibly best quali- 
fied to benefit by it, and admitting a large proportion of ex- 
public elementary-school scholars. 

Perhaps if our public schools could be turned into in- 
stitutions of this type we might secure the most suitable 
education for some of our best material, and there would 
no longer be any danger of the public school re maining 
a preserve for the wealthy or the snob. But there are still 
other considerations involved. There is a strong, and 
not unnatural, feeling in some of the State secondary schools 
that a ‘creaming-off’ of bursars to be sent to the public 
schools would react disadvantageously to them, and would 
in the long run fail of its purpose. This view has been 
clearly put by Mr. Claydon, the headmaster of Maidstone 
Grammar School. “It is,” he says, “from the unhindered 
development of the Secondary day schools, opening the 
gates of opportunity to so many children and gaining each 
year the esteem and confidence of more and more parents, 
and from far freer access from them to universities and pro- 
fessions, that the resolution of our social divisions may be 
most hopefully expected, and not from the artificial 
association with them, on unequal terms, of schools whose 
evolution has been based on utterly different principles. 
Thus the whole situation bristles with diffi(^ties. It is 
highly improbable that the British people would seek to 
cut the knot by attempting to abolish the public schools, or 
by turning Eton into a county college and Harrow into 
an emergency training college for teachers. We are not 

^Article in Jourml of Education, Sc^ember 1944; quoted by Lester Smith, To 
Whom do Schools 'Belong (Second Edition), p. 231. 
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likely to see another dissolution of the monasteries. No one 
can say that the Fleming Committee has solved the problem 
of the relation of the public schools to the State system of 
education; but it has perhaps suggested a way in which their 
association may begin, and subsequent developments, along 
those lines may eventually, as we grow accustomed to it, 
provide a solution. 

The private schools, like the public schools, stand out- 
side the national system. The latter have, for the most part, 
continued to flourish parallel with the development of 
State schools, but the private schools — as distinguished 
from the preparatory schools — ^have tended to decrease.^ 
They vary enormously in efficiency. They are run for 
profit and are the property of individuals or groups of 
. individuals. Unlike the preparatory schools, they are local 
schools, tunning parallel with the primary and secondary 
system and not normally catering for entrance to the public 
schools. They have laboured under increasing disadvan- 
tages. They receive no grants; teaching service in them is 
not pensionable; their buildings are too often improvised 
and their equipment poor. Yet some parents prefer them to 
the State schools because they are free from official inter- 
ference and are more ‘select.’ The Board of Education Act 
of 1899 had given the Board power to inspect private 
schools if they asked for this. In 1930 a Departmental 
Committee of the Board was set up to investigate the 
private-school problem, and it reported in 1932. It recom- 
mended that the L.E.A. should inspect all private schools 
in its area, but mainly in order to see that the conditions 
were hygienic. Powers were to be given to the authority to 
close a school after warning if it remained unsatisfactory in 
this respect; but nothing was said about standards of work 
or the qualifications of teachers. 

See Lowndes, The SfJmt Social ^jcvolutioriy p. 165, and gtaphs on pp. zi and 240. 
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Some of the most efficient private schools are the kinder- 
gartens which, though private, are often conducted by 
women with Froebel qualifications. Mention must also be 
made of private schools under the asgis of the Parents’ 
National Educational Union. This body was founded in 
1888 by Miss Charlotte Mason, whose educational teach- 
ings are worthy of greater attention than they sometimes 
receive. She criticised the tendency to ‘play down’ to 
children, and emphasised their claim to be regarded as 
‘persons’ and to be treated accordingly. She provided a 
curriculum based on the best literature and on contact with 
whatever was good and beautiful and interesting in the 
child’s envionment. The whole scheme was permeated with 
a deep religious spirit. Miss Mason laid stress on a teachiag 
method, which she called ‘narration’ and which consists 
essentially in making the child reproduce in his own words 
the substance of what he has read or heard. In order to 
provide teachers and governesses to carry out her ideas she 
founded in 1892 a ‘House of Education’ at Ambleside. She 
also provided courses of instruction by correspondence for 
mothers who wished to educate their children at home. 

Something more than a mere passing reference is also due 
to the schools run by Roman Catholic Orders, the impor- 
tance of whose work in this country is also not always 
recognised as it should be by educational historians. Many 
of their schools are inside the State system and receive 
State aid; some of the Roman Catholic voluntary schools, 
for example, are staffed by ‘rehgious.’ But there are many 
convent schools for girls, in particular, conducted on the 
best secondary boarding or day-school lines, but inde- 
pendent of Government or L.E.A. assistance. The Jesuits 
and Benedictines also do much educational work and, inter 
alia, run public schools, such as Stonyhurst and Beaumont, 
Downside, Ampleforth, and Douai. Worthy of note, too. 
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are the Christian Brothers, whose Institute was founded in 
France by St. Jean-Baptiste de La Salle in 1684, and who 
have been at work in this country since 1855. They are 
responsible not only for elementary and secondary schools, 
some of which are aided by public funds, but also for seven 
‘approved schools.’^ Although, as can be well understood, 
the schools maintained by Roman Catholic Orders or con- 
gregations have a very definite religious character of their 
own, they include a fair percentage of non-Catholics among 
their pupils.® 

Midway between the private schools, which are run for 
profit, and the public schools stands a group of schools 
which like to call themselves ‘progressive.’ They are of 
many types and for that reason are a little difficult to 
classify. They include schools so widely different as Dar- 
tington Hall, Frensham Heights, A. S. Neill’s ‘Dreadful 
School’ in Suffolk, and King Alfred’s School, Hampstead. 
An idea of their scope and aims can be obtained by con- 
sulting the Modem Schools Handbook. Many of these schools 
are run by societies or groups of educational enthusiasts. 
They experiment with ‘free discipline’ or ‘self-government,’ 
or unconventional curricula; and they often provide a use- 
ful challenge to the traditional or stereotyped methods 
which are so difficult to avoid in a school with large classes 
and prescribed syllabuses. They are not usually conducted 
for private profit, even though they are ‘private,’ or 
independent, schools; but because they are often boarding 
schools and are expensive to run, and at the same time are 
ineligible for any kind of grant from public money, they 
tend to charge high fees. Thus they, again, are accessible 
only to a certain class of the co mmu nity — a class which 
hesitates, for various reasons, to send its children to the 

^ See tnfra^ p, 333, 

* Reference should be made to Evennett, TJhe Catholic Schools, 
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ordinary State schools. A few of these ‘progressive’ schools 
have been recognised by the Board of Education, and many 
of them are willing to prepare pupils for public examina- 
tions. But their chief aim is to be free and unconventional 
and experimental; and they can be so largely because they 
are entirely independent of any control by a local or central 
authority. Thus they have made, and are still making, a 
contribution to educational theory and practice which is 
sometimes beyond the scope of the ordinary State-super- 
vised school. 



Chapter XXVIII 

UNIVERSITIES AND THE TRAINING OF 
TEACHERS 

Development of University Education. The Reorganised University of London. 
Universities and Training Colleges; the McNair Keport, Teachers’ Salaries. 

In 1902 England possessed six universities. In addition to 
Oxford and Cambridge, there were Durham and London, 
the federal Victoria Universit7, and a separate university at 
Birmingham. The early years of the century saw a remark- 
able development of independent universities. Victoria 
ceased to be a federation; Manchester and Liverpool 
obtained separate charters in 1903, and Leeds in 1904. 
University CoUege, Sheffield, attained university rank in 
1905 and University College, Bristol, in 1909. Reading 
received its charter in 1926. The University Colleges of 
Nottingham, Southampton, Exeter, Hull, and Leicester 
have not yet attained university status; but in the case of 
some of them, at any rate, this is probably only a matter 
of time. They do work of a university type and pre- 
pare their students for the external degrees of London 
University. 

The English universities have succeeded in remaining 
independent of State control. The Government does not 
dictate to a university what it should teach, nor does it con- 
trol the syllabuses or organisation or examinations. It has 
no voice in the appointment of professors and it does not 
inspect university work. In spite of this, it gives the uni- 
versities considerable financial help. The first annual 
Treasury grant to universities was made in- 1889, and it 
amounted to £x%ooo; by 1935 it had risen to roughly two 
millions. In 1911 a University Grants Committee was set 
up, consisting not of officials, but of prominent menfamiliar 
with the work and needs of universities. To this body — and 
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not to the Boatd of Education — ^was given the duty of 
allocating and distributing the Treasury grant for uni- 
versities. Since 1922 Oxford and Cambridge, as well as the 
other British universities, have participated in this grant. 
But State aid is also given to universities for special services, 
and in particular for the training of teachers. Students 
recognised as ‘teachers in training’ receive tuition fees and 
a maintenance grant from the Ministry of Education, and 
a capitation fee is also paid to the university on their behalf. 
The modern university owes much to students of this type, 
for they tend to form a good proportion of the total 
membership, particularly in the faculty of Arts. L.E.A.S 
also often help universities by making grants or by giving 
scholarships to students coming up from their own schools. 
They are usually represented on the university governing 
body, but apart from this they have no control over uni- 
versity policy or organisation. All British universities still 
depend on fees and endowments to supplement the aid 
wHch they receive from public money. 

With the increase in the number of universities in Eng- 
land and Wales and their individual development the 
number of fuU-time students has increased. It rose from 
12,778 in 1908-9 to 40,465 in 1935-6. The foundation of 
new secondary schools after the 1902 Act and the intro- 
duction of the ‘free-place’ system helped an ever-growing 
number of ex-elementary-school pupils to get through to 
the university. The institution of State scholarships in 1920, 
open equally to boys and girls from State-aided secondary 
grammar schools, also strengthened the connection between 
these schools and the universities. The opening of univer- 
sities to women on the same terms as to men has again 
tended to increase student numbers; and the institution of 
grant-earning places for intending teachers has also con- 
tributed to this. Thus there has been of late years a con- 
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siderable growth of university activity, and ink the ‘modern’ 
universities have played an increasingly important part. 
Yet Oxford and Cambridge still retain their old prestige 
and something of their old pre-eminence. But, while keep- 
ing what is best in their traditions, they have moved with 
the times. Compulsory Greek was abolished after the first 
Great War. New honours schools and triposes have been 
instituted — e.g. ‘Modern Greats’ (philosophy, politics, and 
economics) at Oxford, and mechanical sciences at Cam- 
bridge. The Cavendish laboratories at the latter University 
are among the best in the country; the facilities for medical 
research at Oxford are unrivalled. All the English univer- 
sities and university colleges — old and new alike — have 
owed much to the private benefactor — such as those whose 
names are commemorated in the titles of the original 
colleges from which some of the universities have grown, 
and more recently men like Nuffield, Wills, Trent, Palmer, 
and Ferens. 

The University of London is std generis among English 
universities. As has been pointed out,’^ from 1858 onwards 
it became purely an exami n i n g body. The high standard of 
its degrees — and especially the pass degrees — and the 
variety of the courses available gave it considerable prestige. 
The reconstitution of the University at the end of the 
nineteenth century as a teaching, as well as an examining, 
body was an important stage in its development, but it 
resvdted in a complicated organisation of heterogeneous 
institutions, and this involved many difficulties of adminis- 
tration. The problem was worked out in successive stages 
between the setting-up of a Royal Co mmi ssion in 1909, 
imder the chairmanship of Lord Haldane, and the passing 
of a University of London Act in 1926. The present 
constitution includes a Court, which controls finance, and 

^ See supra, p. 103. 



HISTORY OF ENGUSH EDUCATION 


295 


a Senate •which is responsible for academic matters and is 
assisted by five standing committees dealing "with the 
various departments of university business. Another im- 
portant development has been the formation of a University 
Quarter, by bringing the constituent colleges and univer- 
sity departments as far as possible together in one district, 
and grouping them round the central buildings of the 
University. This scheme was set in motion in 1920, when 
a considerable area in Bloomsbury was acquired by the 
University, and a large administrative building was erected 
close to the British Museum and not far from University 
College. AH these things have helped to give the University 
of London some sort of unity, and a soul of its own; but it 
can hardly be said that its constitutional problems have been 
fully solved.^ It has a special significance among our 
universities in that, more perhaps than any other, it attracts 
students from all parts of the world. This helps to make it 
par excellence the imperial, or even the international, univer- 
sity; and that, after all, is one of the most characteristic 
traits of theruniversity from its earliest origins in the Middle 
Ages. 

The training of teachers has during the twentieth century 
become increasingly the concern of universities. The insti- 
tution of ‘day training colleges’ in 1890 had given pros- 
pective elementary-school teachers a chance to read for 
degrees; though many of those who graduated by this 
means found their way, as we have seen, into the post-1902 
secondary schools. At first the course was a ‘concurrent’ one 
and included both preparation for the degree and training 
in teaching. It was a system which bore heavEy on the 
student and tended sometimes to encourage neglect of the 
professional part of the course. In 1911, therefore, a four- 

^ Cf. Flexner, IJmversities, pp. 231-2: “I confess myself i^ble to understand in 
wbat sense the University of London is a university at all. It is a line drawn about an 
enormous number of different institutions of heterogeneous quality and purpose,” 
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year course was introduced, which left the intending teacher 
free to study for a degree during the first three years, un- 
hampered by professional work, and to devote the fourth 
year entirely to ‘training.’ This scheme was not adopted at 
once by all universities, but it is now the universal practice. 
Side by side with this development, the two-year (or three- 
year) course has been maintained in the training colleges. 
The Act of 1902 gave L.E.A.s the power to train teachers; 
but they were unable to do much at first because all their 
efforts and available finance had to be devoted to the pro- 
vision of elementary and secondary education. Training 
colleges also are not local institutions to the same extent as 
schools; and not unnaturally L.E.A.S were sometimes 
loath to spend their resources for the benefit of students 
from outside. Most of the existing training colleges were 
denominational; and in 1906, therefore, the Government 
offered to pay three-quarters of the cost of new undenomina- 
tional training colleges to be provided by L.E.A.S. Some of 
the more progressive of them responded; no less than 
twenty-two L.E.A. training colleges — ^most of them new 
foundations — came into being, all of them non-denom ina- 
tional and imposing no religious tests upon entrants. They 
included such well-known training colleges as that erected 
at Bingley by the West Riding County Council, and the 
Leeds City Training College. 

The teacher’s normal qualification, recognised by the 
Board of Education, was the ‘certificate.’ Up to 1926 it was 
awarded at the end of the training course on the result of an 
examination conducted by the Board of Education. The 
Board never made any sharp distinction between elemen- 
tary and secondary training. As has been said, teachers 
trained in ‘day training colleges’ often went into secondary 
schools; and, conversely, a fait proportion of four-year- 
course candidates from university training departments 
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had always taken posts in elementaty schools. This 
situation was made clearer in 1926 when the Board gave 
its certificate to recognised candidates who had quaMed 
for university diplomas in education. But in future the 
certificate examination for training-college students was 
to be conducted, not by the Board itself, but by Regional 
Boards, on which representatives of tbe universities, the 
training colleges, and the L.E.A.S were represented, while 
H.M. inspectors had the right to attend meetings in an 
advisory capacity. With each university, or with an associa- 
tion of universities, a group of training colleges was asso- 
ciated. The primary duty of these ‘Joint Examining 
Boards,’ as they were called,^ was to draw up courses of 
work for the training-college students and to conduct 
the examinations on which the certificate was awarded; 
but it was hoped that this purely examinational relationship 
between the university and its associated training colleges 
might develop into “some real measure of personal con- 
tact between training colleges and the university.” In 
the event some Joint Boards went much farther in this 
direction than others. The fact that many of the tr aining 
colleges are situated at a considerable distance from the 
nearest university has milit ated against dose co-operation, 
though even under these conditions the handicap has to 
some extent been overcome. But in some places the tr ainin g 
colleges have been near enough to be affiliated and for their 
students reading for degree courses to become or din a r y 
undergraduates of the university. This has occurred, for 
example, at Durham. Bede College, St. Hild’s, and Neville’s 
Cross are at once tra inin g colleges and halls of residence in 
the University of Durham. Somewhat similarly Goldsmiths’ 
College has been incorporated in the University of London. 

Any eyp ansi nn or improvement of the national system of 

1 See Board of Education Orcular 1372 (December nth, 1925). 
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education is most closely bound up with the recruitment 
and training of teachers. The complications introduced by 
the second World War and the renewal of plans to raise the 
school-leaving age and provide extended educational facili- 
ties for ‘yo^g persons’^ made the problem of the supply of 
well-qualified teachers more urgent than ever. For this 
reason, in March 1942, Mr. R. A. Butler, the President of 
the Board of Education, appointed a .committee which is 
usually known by the name of its chairman, Sir Arnold 
McNair. Its terms of reference were “to investigate the 
present sources of supply and the methods of recruitment 
and training of teachers and youth leaders, and to report 
what principles should guide the Board in these matters in 
the future.”® Its report was presented in 1944. The Com- 
mittee, faced with the problem that some 70,000 additional 
teachers would be needed after the war, realised that con- 
ditions in the profession would have to be made more 
attractive and that the field from which teachers were drawn 
would have to be extended. “Education,” said Mr. Butler 
in the House of Commons,® “is more than mere acquisition 
of knowledge, and it is my belief that after the war we could 
find young men and women with a wide experience of life, 
not necessarily academically inclined, who, if suitably 
trained, would welcome this form of service to the com- 
munity and would add variety and richness to the teaching 
personnel.” The McNair Committee therefore recom- 
mended that every encouragement and help should be 
given to pupils in all forms of post-primary school, and not 
merely in the academic grammar school, if they were willing 
“to consider preparation for the teaching profession and are 

^ This is the term normally used in Acts of Parliament to denote boys and girls 
who have left school, but are still under the age of eighteen. In the Children and 
Young Persons Act of 1953 the upper age limit is seventeen. 

® Kiport on Teachers and Youth Leaders, p. 5. * 

® June 16th, 1942. Parliamentary Debates, Fifth Series, vol. 380, p. 1412. 
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provisionally judged suitable for it.”^ Facilities should also 
be oflFered to candidates of maturer years to become teachers. 
Conditions of service should be improved and salaries 
“substantially increased.” The promise to enter teaching, 
which had hitherto been exacted of those admitted to 
grant-earning courses in universities or training colleges, 
should be abandoned, and the existing two-year course in 
training colleges should be extended to three. The four- 
year university course was left intact, though many people 
would have liked to see a more extended postgraduate 
diploma course. Recommendations were made for im- 
proving the stams and quality of training college staffs 
and for “the secondment of teachers from schools for a 
period of service in training institutions.”^ The Report 
went on to deal with the training of ‘youth leaders’ and 
of teachers in technical colleges and schools; further refer- 
ence will be made to these points.® 

The McNair Committee agreed that there should be a 
Central Training Council for England and Wales, and that 
it should have the duty of “advising the Board of Educa- 
tion about bringing into bein^ that form of area training 
service recommended in this Report which the Board 
may decide to adopt.”* Unfortunately the members were 
equally divided as to what form the area training service 
should take, and they therefore submitted alternative 
schemes. The first proposed to set up University Schools of 
Education. It would lay on each university the responsibility 
for co-ordinating and organising the training of teachers of 
all kirifls ia its own area; and that, not only in the umversity 
itself, but also in training colleges and in any other kind of 
institution (e.g. technical or agricultural colleges, schools of 

^ OQ Teac&ers and Youth Leaders, p, 141. 

® Op^ cit,, p. 146. 

3 Sec infra, pp. 319-35^0 and 359. 

*• Report on Teachers and Youth Leaders, p. 143. 
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aft, music, or domestic science) which could contribute in 
any way towards the training of these teachers. The Univer- 
sity School of Education would be administered by a 
delegacy on which not only the university but the L.E.A.s 
and the training institutions would be represented; and it 
would be housed in a building which could be used to focus 
the general educational activities of the area, so far as both 
teachers and students in training of all kinds were con- 
cerned. The other scheme preferred to develop the existing 
Joint Board machinery. The University Department of 
Education and the training colleges would preserve their 
separate identity, but the Joint Board would link together 
both them and the other training facilities of the area, and 
would carry out the various educational activities involved. 

These schemes provoked much discussion when the Keport 
was issued. The majority of opinion outside the univer- 
sities favoured the Etst scheme; but it was obvious that 
conditions in the different universities varied so much that 
a cast-iron system for all training areas in the country might 
be inadvisable. The universities also, not unnaturally, felt 
some misgivings about the ‘major constitutional change’ 
(as the authors of the first scheme described it) which they 
would undergo if this plan were adopted. In fact, the 
Rjeport brought to a head a controversy on the value and 
function of the university, which had been developing with 
the growth of the newer universities. The American 
scholar, Flexner, writing in 1930, defines a university as 
"essentially a seat of learning, devoted to the conservation 
of knowledge, the increase of systematic knowledge and the 
training of students well above the secondary level”; and 
he says of our British university students in the arts and 
science faculties: “An excessive proportion become 
teachers. To be sure, teachers need to be educated. But a 
point is soon reached, where a university is saturated with 
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prospective teachers; beyond that point, leisure and in- 
clination for research sujSFer, and the university tends to 
deteriorate into a teacher-training establishment, though, of 
course, the right man will win through.”^ Thus the problem, 
notyet solved, is to bring the training of teachers of all kinds 
as fully as possible within the ambit of the university, with- 
out destroying the essential character of the university 
itself. 

The recruitment of teachers must always be in some 
measure dependent on the remuneration which they are to 
receive. Teaching has never offered more thana competence, 
and it affords far fewer highly paid posts than any other of 
the professions. Previous to 1921 there were no standard 
scales of pay; each school or L.E.A. made its own arrange- 
ments, and those which were most wealthy naturally 
attracted the best-qualified teachers. After- the 1902 Act 
there had been some improvements; but even in 1909 
some of the L.E.A.S and governing bodies paid their 
graduate assistant masters in secondary schools as little as 
^120, and the maximum rarely exceeded £zoo a year.® The 
teachers in some of the elementary schools received a mere 
pittance. As late as 1914 the average salary for a certificated 
assistant teacher was (man) and ^96 (woman); for 

the uncertificated the figures were £-j 6 and In 1917 
Mr. Fisher obtained an increased Exchequer contribution 
towards the cost of teachers’ salaries. Two years later he set 
up a committee, including representatives of the L.E.A.S 
and the teachers, under the chairmanship of Lord Burnham. 
To them was entrusted the task of working out scales for 
elementary-school teachers on a national basis. Other com- 
mittees did a s imilar service for secondary and technical 
t^ichers; and by 1921 a whole series of scales, accepted by 


1 Flesner, UniversiHes, p. 255» 

2 See Notwood and Hope, Higher Education of BiQis in England, Appendix B. 
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all parties, was in operation. Subsequently there were some 
readjustments, and during the financial crisis following the 
year 1951 there was a considerable temporary 'cut’; but the 
principle of a national scale was never called in question. 
The great rise in the cost of living, due to the second World 
War, and the importance of attracting large numbers of addi- 
tional teachers into the profession, brought the question 
of salaries again, to the fore. As has been pointed out, the 
McNair Committee recommended substantial increases in 
the payment of teachers, and said that their salaries and 
prospects should be equated with those of the administra- 
tive and executive branches of the Civil Service. Accord- 
ingly the ‘Burnham’ Committee — ^now under the chairman- 
ship of Lord Soulbury — completely recast its scales. Different 
rates of pay for teachers in ‘elementary’ and ‘secondary’ 
grades were abolished; but a single basic salary for all 
‘qualified’ teachers was introduced, with extra allowances 
for special qualifications or duties. The initial salaries were 
considerably increased; but the scheme has been severely 
criticised on the ground that it gives inadequate reward to 
senior and highly qualified members of the profession, and, 
in particular, to the heads of ‘grammar’ schools. 

The institution of national salary scales has implied the 
introduction also of a superannuation scheme for teachers. 
Even in the days of Kay-Shuttleworth, small retiring 
pensions had been available for teachers in grant-earning 
elementary schools. From time to time these allowances 
were withdrawn, and, of course, they were never available 
for secondary-school teachers who were outside the State 
system. In 1898 a deferred annuity scheme was introduced; 
and after the Act of 1902 some municipal authorities 
included teachers in the superannuation schemes for their 
officials. But the whole system was replaced by the Teachers’ 
Superannuation Acts of 1918 and 1923, which secured for 
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all teachers, serving in State-aided schools of any kind, a 
pension based on length of service and the salary earned 
during the last five years of it, together with a lump sum 
calculated on a similar basis. At first the scheme was non- 
contributory — as with Civil Service and Army pensions; 
but after it had been working for a short time teachers were 
required to contribute 5 per cent, per annum of their salary 
towards superannuation. To this the State and the L.E.A. 
or school governors together added another 3 per cent.^ 

1 For details see Teachers {Superannuatmi) Actj 1925, § 9, and Birchenough, History 
of Elementary Education, p. 478. 
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Chapter XXIX 

THE PROGRESS OF SECONDARY EDUCATION 

The Spcns Report. The Multilateral School and the School Base, The 
Norwood Report. 

The Hadow Report on The Education of the Adolescent had 
pointed the way to a new conception of post-primary 
education, some form of which was to be available for 
every child. It left iatact the ‘grammar’ school with its 
rather academic course; but it also provided the modern 
school and the senior classes which would give a general 
education with some bias towards local industries. It also 
left the junior technical school with its two- or three-year 
course from about the age of thirteen. In theory all types of 
post-primary education were to be of equal status, and the 
modern schools were not to be treated less generously than 
the grammar schools. It was more easy to make these 
recommendations than to carry them out. As has already 
been seen, the administrative difficulties were considerable; ^ 
but more fundamental is the fact that a national educational 
system reflects — ^though it may also in time modify — ^the 
national social outlook. An official report or an Act of Par- 
liament cannot at once alter deep-seated social habits. The 
‘modern’ school has inevitably inherited much of the long 
tradition of the old ‘elementary’ school; while the ‘gram- 
mar’ school, with its better equipment and its power (up to 
1944) to charge fees, has tended to take a higher place in the 
social scale. To accustom the public min d to an entirely 
new outlook on secondary education will inevitably be a 
lengthy, and perhaps not an easy, process. But the work 
which the Hadow Committee began in 1926 has been 
diligently followed up. In 1938 the Consultative Committee, 
now under the chairmanship of Sic Will Spens, issued a 
Report on Secondary Education. Its terms of rrference were; 
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“To coasidei and tepott upon the otganisation and intet- 
telation of schools, othet than those administered under the 

Elementary Code, whichprovideeducationfor pupils beyond 

the age of eleven plus ; regard being had in particular to the 
framework and content of the education of pupils who do 
notremain at school beyond the age of about sixteen. Thus 
the 'Eisport was not directly concerned with ‘modem’ 
schools and it amplified the Hadow Bjiport of 1926, which 
had given special attention to this subject. 

The Spens Keport points out that when, as a result of the 
1902 Act, the State undertook for the first time the general 
reorganisation of secondary education, the ancient gra mm a r 
school was adopted too exclusively as the model for the 
secondary school The institution in 1917 of the first school 
examination (the school certificate), which was taken by ^e 
public and grammar schools, “had the effect of strengthening 
and intensifying this tendency towards uniformity.”^ But 
“schools of every type fulfil their proper purpose in so far 
as they foster the free growth of individuality, helping every 
boy and girl to achieve the highest degree of individual 
development of which he or she is capable in and through 
the life of a society.”* Thus the secondary curriculum must 
cater for interests and different needs ; and it should 

be thought of in terms of activity and experience rather than 
of knowledge to be acquired and facts to be stored. The 
EiBport goes on to interpret this dictum in detail in terms of 
the grammar-school curriculum, and points out that hither- 
to it has been too much dominated by the requiremmts of 
the school certificate. It advocate greater feeedom m the 
choice of subjects and a reduction in the content of examina- 
tion syllabuses. But alongside of these grammar schools, 
which will continue to be the chief sources of candidates for 

theuniversity and which will be distinguished by their Sixth 

1 Spens 'Report, p. 35*- 
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Fotm work, the Spens Committee suggested a development 
of what might be called secondary technical education. It 
was proposed to retain the junior technical schools with 
their two- or three-year course and their entry age of thir- 
teen plus; but the Committee also advocated “a new type 
of higher school of a technical character, wholly distinctfrom 
the traditional academic Grammar (Secondary) School.”^ 
Such schools would take in pupils at the age of eleven plus 
and would provide for them a five-year course; and to 
distinguish them from the junior technical schools, they 
would be called technical high schools. To meet the 
criticism that eleven plus is too early an age at which to 
decide whether a child is best fitted for a technical career 
and to start him on a career of a vocational nature, the 
Spens Committee recommended that “the curriculum for 
pupils between the ages of eleven plus and thirteen plus 
in Technical High Schools should be broadly of the same 
character as the curriculum in other tjrpes of secondary 
school of equal status. For pupils above the age of thirteen 
the curriculum should be designed so as to provide a liberal 
education with Science and its applications as the core and 
inspiration.”^ Whenever possible technical high schools 
should be housed in technical colleges or technical in- 
stitutes, so that staff and equipment may to some extent 
be shared. A new form of leaving certificate for technical 
high schools should be instituted, and this “should be 
given equal standing with School Certificates as fulfilling 
the first condition for matriculation.”® There should be 
full opportunity for transfer as between grammar school 
and techmcal high school at about the age of thirteen. 
The Committee also reiterated the views expressed in the 
Hadow Keport as to equality of status. “For the complete 
realisation of our recommendations regarding curriculum 

1 op. cif., p. 274. » Op. at., p. 372. a Op. di., p. 375. 
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and the interrelation of schools, parity of schools in the 
secondary stage of education is essential. This principle was 
implicit in our Report on The Education of the -Adolescent 
(1926), and we desire expressly to assert oux conviction of 
its importance. If schools providing secondary education of 
different types are to be made equally acceptable to parents, 
and opportunities for entering the type of school which can 
best develop their particular abilities are to be made equally 
available to children, the establishment of parity between 
all types of secondary school is a fundament^ require- 
ment.”^ Nothing could be more definite than this. 

The difficulty of ensuring this ‘equality of status’ has led 
many to advocate what is generally known as the ‘multi- 
lateral’ school. “The special characteristics of this type of 
school” — ^to quote the Spens Report ^ — “are the provision 
of a good general education for two or three years for all 
pupils over eleven plus in a given area, and the organ- 
isation of four or five ‘streams,’ so that the pupils at the 
age of thirteen or fourteen years may foUow courses that 
are suited to their individual needs and capacity. There 
would be a common core in these several courses, but they 
would differ in the time and emphasis given to certain groups 
of subjects.” Thus, instead of having three or more kinds of 
secondary school, differentiated according to the ‘type’ of 
pupil for whom they catered, there would be only one 
kind^ — ^the multilateral school — ^but it would provide 
different ‘sides’ or courses for its older members. It would 
receive its pupils from the primary school at eleven plus, but 
for the first two years all would follow much die same 
course, and this would provide an exploratory or ‘orien- 
tation’ period to discover individual needs and proclivities. 
For pupils from about the age of thirteen onwards the 
multilateral school would provide academic, technical, 
^ Op, cit,^ p. 576, * Op, ciL^ pp. xk-xx* 
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‘modern,’ and perhaps other kinds of course, each of 
which would have its own syllabus and special subjects, 
though certain classes could still be taken in common, and 
the school would still live together and play together as one 
society. Thus any question of ‘status’ would be obviated. 
The labourer who had been a pupil on the ‘modern’ side, 
the motor mechanic from the technical side, and the doctor 
or lawyer from the academic side would all wear the same 
old school tie. The Spens Committee, while believing that 
the ‘multilateral idea’ should permeate our system of 
secondary education, thought that administrative problems 
would make it difficult in practice. It was felt, inter alidy that 
multilateral schools would necessarily be very large and that 
therefore it would be impossible for the head to keep 
adequately in touch with the work of each ‘side’ and with 
individual pupils. It was also suggested that the numbers in 
the Sixth Form on the academic side would form so small a 
proportion of the total of pupils that the influence which it 
should exercise on the life and tradition of the school would 
be unduly diluted. The case for multilateralism has been 
debated largely on a priori grounds, and issues other than 
the purely educational have entered in to complicate it; but 
it is obvious that there is much room for experiment along 
these lines. 

Mr. J. Howard Whitehouse has put forward an interest- 
ing scheme which might possibly achieve some of the bene- 
fits of multilateralism, while avoiding its alleged defects. 
He advocates what he calls the ‘School Base.’ All the schools 
of every type, serving a given area, would be situated in 
close proximity to a large tract of open land, including if 
possible some woodland and water. In addition to the 
various schools there would be an art gallery, a concert 
room with a stage, craft rooms and gymnasia, a canteen and 
a clw,pel, medical inspection rooms with a full-time resident 
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doctor and nurses. There would be ample playing-fields, 
swimming-baths, gardens, and agricultural land. There 
might also be facilities for adolescent activities and adult 
education. Residential accommodation might even be 
provided. On this ‘base’ each separate school or institution 
would retain its own individuality, but there would be 
ample opportunity for the sharing of staff and equipment, 
and all schools alike would use the basic ‘plant.’ The trans- 
port needed to bring the pupils from the contributory 
areas would be provided by special buses or rail-cars. Here 
again we have a scheme which offers interesting possibili- 
ties and with which esperiment might well be made. 

The work of the Consultative Committee, under Sir Will 
Spens, was supplemented by a special committee set up by 
the President of the Board of Education in 1941. Its Rfiporf, 
which was issued in 1943, is usually named after its chair- 
man, Sir Cyril Norwood. The Committee’s duty was “to 
consider suggested changes in the Secondary School curri- 
culum and the question of School Examinations in relation 
thereto”; but it interpreted its terms of reference in a wide 
sense, and the Rsport includes an outline sketch of “the 
features of a new secondary education which will 
covet the whole child population of the country and carry 
them on to part-time education.”^ The Report begins by 
that it is possible to divide children roughly into 
three types for the purpose of education. These “rough 
groupings, whatever may be their ground, have in fact 
established themselves in general educational experience, and 
the recognition of such groupings in educational practice 
has been justified both during the period of education and 
in the after-careers of the pupils.”* According to the Nor- 
wood Committee there is first the pupil “who is interested 
in learning for its own sake, who can grasp an argument or 

1 Norwood 'Rtport, p. v. *Op. eit^ p. z. 
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follo-w a piece of connected reasoning, who is interested in 
causes.” Secondly, there is the pupil "whose interests and 
abilities lie markedly in the field of applied science or applied 
art. ... He oftenhas an uncanny insightinto the intricacies of 
mechanism, whereas the subtleties of language construction 
are too delicate for him.”^ And finally there is the type 
of pupil who “deals more easily with concrete things tlmn 
with ideas. . . His mind must turn its knowledge or its 
curiosity to immediate test; and his test is essentially prac- 
tical. . . Because he is interested only in the moment he may 
be incapable of a long series of connected steps; relevance 
to present concerns is the only way of awakening interest; 
abstractions mean little to him.” The history of English 
education is full of examples of theoretical arguments 
advanced to justify an alrea^ existing state of affairs. The 
a priori classification outlined by the Norwood Committee 
fitted in excellently with the scheme of post-primary educa- 
tion laid down in the Spens Keport-, and that in turn had 
been modelled largely on a system which had grown up in 
this country and had been determined mainly by historical, 
political, and economic conditions. For the ‘academic’ child 
of the Norwood Keport there would be the secondary 
grammar school; for the mechanically minded there would 
be the secondary technical school; while for the pupil with 
an ‘essentially practical’ bent there remained the secondary 
modem school. To all three kinds of school “should be 
accorded all the parity which amenities and conditions can 
bestow.”® Transfer from one type of school to another 
should be rendered as easy as possible. Selection of pupils 
for the kind of secondary education appropriate to their 
‘type’ should be made on the basis of the judgment of the 
teachers of the primary school, supplemented ‘if desired’ 
by intelligence, performance, or other tests. “Due con- 

’ Qp. «•/., p. 3. * Op. cit., p. 139. 
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sideration should be given to the choice of the patent and 
the pupil.”i The Norwood Committee agreed with the 
Spens Committee in suggesting that all types of secondary 
school should have a roughly common curriculum during 
the eleven plus to thirteen plus stage; and it was suggested 
that a ‘lower school,’ under the supervision of a special 
master or mistress, should be organised to deal with this. By 
such means it would be more easy to effect transfers at the 
age of thirteen plus, in cases where they were indicated, to 
the appropriate schools. 

The division of children into three t3rpes, with three 
corresponding kinds of secondary school to which they can be 
drafted at the age of eleven plus, or possibly thirteen plus, is 
implicit in the recommendations of the Hadow Rsport’, 
and this scheme has been merely applied and elaborated by 
the Spens and Norwood Committees. But it is a classifi- 
cation which has not passed unchallenged. As has already 
been indicated, the three types of mind seem to have been 
postulated so as to fit in conveniently with three existing 
types of school. The opinion has even been expressed that 
a scheme of this kind, if put into practice as completely as 
the Spens and Norwood Rfports suggest, might intensify, 
rather than modify, social differences between ‘types’ of 
children and the schools which they attend. More convinc- 
ing, perhaps, is the argument on psychological grounds 
which has been voiced, among others, by Professor Cyril 
Burt. In an article in The British Journal of 'Educational 
VsjchologyJ he discusses the belief that individual differences 
arnr>r<g pupils are chiefly due, not so much to an innate all- 
round capacity entering into every form of mental work, but 
rather to qualitatively different aptitudes producing qualita- 
tively different types; and he says roundly: “This view 
entirely reverses fhe facts as they are known to us. The one 

1 Ncsrwood 'Sjepcrt, p. 139. ® NOTembcr 1943, p. 131. 
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tTiifig which the analysis of mental measurements has 
demonstrated beyond all doubt is the supreme importance 
during childhood of the general factor of intelligence.” 
This criticism, coming from an authority of such weight, 
has serious implications for the whole proposed set-up of 
post-primary education. We may wish, for reasons of 
admi^strative convenience, to have three main types of 
secondary school and to give them all equal status. But a 
classification on the basis of general intelligence and not of 
‘type’ may in the end be the true solution. As Professor 
Burt says : “In the interest of the nation as well as the child, 
the paramount need is to discover which are the ablest 
pupils, no matter to what school or social class they may 
belong, and generally to grade each child according to the 
relative degree of his ability, and give him the best educa- 
tion which his ability permits. . . . The proposed allocation of 
all children to different types of school at the early age of 
eleven cannot provide a sound psychological solution.”^ 
The greater part of the Norwood 2 jeport was concerned 
— as indeed its terms of reference implied — ^with the 
examinations which so largely determined the curriculum of 
the secondary grammar school. The ‘local’ examinations 
instituted by the Universities of Oxford and Cambridge 
date from the fifties of the nineteenth century, and these 
were taken by pupils from both endowed schools and 
private schools. In addition to the senior local, which was 
virtually a school-leaving examination, junior, or even 
preliminary, examinations were instituted to be taken by 
younger candidates. The Oxford and Cambridge Joint 
Board examinations date from 1874, and they were intended 
mainly for the public schools which sent a fair proportion 
of their pupils to these Universities. At first a higher 
certificate alone was instituted to be taken by candidates* 

^ Op» p. 140. * Girls were admitted from 1879. 
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aged eighteen ot over. In 1884 a lower certificate was 
introduced for pupils leaving at the age of about fifteen 
ot sixteen, and in 1905 a school certificate for those 
aged about sixteen or seventeen. In addition, many 
secondary schools of all t3rpes entered their pupils for 
the London University matriculation, which was originally 
intended as a preliminary qualification for a degree course; 
but it became more and more used as a school-leaving 
examination and was demanded as a qualification by em- 
ployers. As secondary education developed after 1902 it 
became increasingly evident that the requirements of this 
series of external examinations were having undesirable 
reactions on the work of many schools; they were, in fact, 
tending to foster over-pressure and cramming. 

The Board of Education made some attempts to deal 
with this problem, and finally referred it to the Consultative 
Co mmit tee. In a Rsport, published in 1911, this Committee 
expressed the opinion that the presentation of young and 
immat ure pupils for external examinations is mischievous, 
and that it was desirable that the various examinations 


should be co-ordinated. As a result 



bodies — ^there were seven of them by this time — ^recast or 
modified their schemes and there emerged two standard 
examinations — ^the first school (or school certificate) exam- 


ination, with a general curriculum, and designed for pupils 
aged about sixteen ; and a second school (or higher certifi- 
cate) examination, offering more specialised groups, for 


pupils about eighteen. In 1917 the Board of Education set up 


standard of these examinations. Meanwhile the institution 


of ‘advanced courses’ for the Sixth Forms of ‘secondary’ (i.e. 


g rammar ) schools, for which a special grant of -£400 a year 
might be obtained firom the Board, had stimulated higher 
work for pupils who stayed on at school beyond the age of 
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sixteen. In 1918 the Boaxd issued a tegulation that no exter- 
nal examination should be taken by pupils in grant-earning 
secondary schools below the standard of the school certificate, 
or first school, examination ; and that those who stayed on to 
toVp. an advanced course could enter for the second school 
examination normally two years later. This had the effect of 
forbidding schools of this type to enter pupils for the 
junior or preliminary examinations of the University 
Locals, or of the College of Preceptors. There were now 
eight university bodies running first and second school 
examinations which were approved by the Board and co- 
ordinated by the Secondary School Examinations Council. 
In 1920 a system of State scholarships was instituted in 
order to increase the opportunities for pupils in grant-aided 
secondary grammar schools to proceed to universities and 
institutions of higher education. Of these 178 went to 
candidates from England and 22 to those from Wales. 
The scholarships were awarded on the results of the second 
school examinations. Their value was determined by the 
candidate’s other resources, but normally it covered tuition 
fees and a maintenance grant of £80 a year for the university 
course. 

All these reforms brought some sort of order into the 
secondary-school examination system; but it was still 
criticised on various grounds. It was said that the syllabuses 
were not sufficiently flexible and that they still exerted too 
much influence on the curricultim and the teaching in the 
schools. Some of the universities also accepted the school 
certificate, under certain conditions, as qualifying for their 
matriculation; some were even willing to excuse the inter- 
mediate degree examination in the case of holders of such 
higher certificates as were of approximately equal standard. 
This had the effect of still further conditioning the work in 
school for these certificates by university requirements ; and 
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the fact that employets too often demanded ‘matriculation 
exemption’ from applicants for posts, as if it were a far 
superior qualification to the holding of a school certificate, 
had undesirable repercussions on ‘secondary’-school work. 
It was to cope with such a situation as this that the Nor- 
wood Committee made a large part of its recommendations. 
It suggested that “in the interest of the individual child and 
of the increased freedom and responsibility of the teaching 
profession,”^ the school certificate examination should be 
made an internal one. It should be based on a syllabus drawn 
up by the school itself and the papers should be set and 
marked by the teachers concerned. This would be a drastic 
change; but to ease the shock the Committee suggested that 
for a transitional period of seven years the e x a min ation 
should be carried on by the existing university bodies, with 
a strong representation of teachers, and that pupils should 
be allowed to offer “whatever subjects they wish to take.” 
A certificate would be awarded to every candidate showmg 
bis performance in the examination, and to this the school 
authorities would add a statement of his school record. 

The Norwood Committee also envisaged a ‘school- 
leaving examination,’ to be taken normally at the age of 
eighteen plus and designed to “give evidence of proficiency 
to pursue University or professional studies,” and also to 
show that pupils had “pursued a course of Si xth Form work 
with profit.”® Its purpose would not be to provide evidence 
of a general or ‘all-round’ education, but the candidates 
would offer a limited number of subjects, as required for 
the particular purpose which they had in view. The existing 
higher certificate examination would be abolished. 

There remained the question of State scholarships and 
other awards enabling candidates to take courses at some 


^ Norwood p. 140. 

* Op* at, p. 41. 
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institution of higher education. The Report recommended 
that the winning of a scholarship offered by a university 
should give the scholar a "claim upon public funds for 
assistance towards the cost of living at the University, sub- 
ject to evidence that such assistance is necessary.”^ But in 
addition there should be an examination, conducted each 
year in March, for the award of State and L.E.A. scholar- 
ships. On the result of this two lists of candidates would be 
issued. "Part A would contain those of high intellectual 
distinction, that is to say, capable of obtaining a first class 
or a good second class ; part B would contain those of good 
intellectual attainment whose claims might be considered 
if there were other outstanding merits disclosed by the 
school record, but undisco verable by written examination.”* 
The recommendations of the university examining bodies 
would then be sent to the L.E.A.S from whose schools the 
candidates had come and would be reviewed by special 
boards, appointed for the purpose, who would take into 
account the candidates’ performance in the examination and 
their school records. On these boards, which should be 
small, the universities, the L.E.A. s, and the teachers should 
be represented. The final award of the scholarships would 
be made by the Board of Education, and the State also 
would bear the cost. The amount granted should be suffi- 
cient to cover the entire expense of the university course. 
In addition to these State scholarships it would be open to 
L.E.A.S to make additional awards of their own to suitable 
candidates; and in this case the State would pay half the 
cost. The Norwood Committee deprecated a practice which 
had been adopted by some L.E.A.S — ^that of granting 
loans to students of merit to enable them to go on to 
advanced education at a university or elsewhere. The 

^ cit,, p, 57. 

* op. eit., p. 59. 
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obligation to repay such sums in the early stages of the 
recipient’s salary-earning career often proved a very heavy 
burden; and the R.eport records the opinion that “encour- 
agement should not be given to a young man or woman to 
borrow for any purpose.”^ 

^Op. at., p. 41. 



Chapter XXX 

TECHNICAL AND CONTINUATIVE EDUCAHON 

Junior Technical Schools. Technical Colleges. ^Adult Education. The Com- 
munity Centre and the Village'Collegc. '""' 

The twentieth century has seen a great development in 
vocational and continuative education. This type of educa- 
tion includes full-time day courses, as well as part-time 
courses given mainly in the evening. Day courses for 
children of school age are provided by the junior technical 
schools, to which reference has already been made. Their 
forerunners were the trade schools which in the fifties of 
last century were started in connection with some of the 
larger and more effective mechanics’ institutes at Man- 
chester, Liverpool, Bristol, and elsewhere. These schools 
were designed to prepare boys for apprenticeship in the 
building, engineering, and manufacturing trades, by supple- 
menting the work of the elementary school with practical 
mathematics and physical science as applied to industry.^ 
The junior technical school owes something also to the 
organised science schools which were founded in the 
eighteen-seventies, and perhaps to the example of the Ger- 
man Riealschuk. It was not until 1913 that junior technical 
schools were recognised by the Board of Education as a 
distinct type of institution. They were described in the 
Board’s Regulation as “definitely not intended to provide 
courses furnishing a preparation for the professions, the 
universities, or higher full-time technical work, or again, for 
commercial life; they are intended to prepare their pupils 
either for artisan or other industrial employment or for 
domestic employment.”® 

The junior technical school gave a two- or ihree-year 

^ See article by E. Salter Davies in The Schools of England, p. lyt. 

* Sec Board or Education Report for 19x2-13, p. 124, 
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course starting from the age of about thirteen or fourteen, 
and designed for children who normally came from the 
elementary school. In some of them fees were paid, but 
there was always a number of free places. These schools 
had a strong vocational bias, determined by local needs, and 
they usually prepared for a group of allied trades, such as 
engineering or building. But some junior technical schools, 
especially in London, were more definitely Trade schools,’ 
and provided a more narrowly vocational training; for 
example, they might be oriented towards p ri n t ing, the boot 
and shoe industry, tailoring, dressmaking. But at the same 
time all types of junior technical school gave a strong back- 
ing of general education, and in some of them even a 
foreign language was taught. Junior co mm ercial schools 
have been instituted to provide courses in shorthand, book- 
keeping, and allied subjects; but this kind of preparation, 
with a better general education behind it, was also given to 
senior pupils who wished for it in some Tecondary* schools 
of the normal type. For girls housewifery and pre-nursing 
courses have also been organised. Often a junior technical 
school contains two or three different departments of the 
kind described. Many of these schools have developed a 
strong corporate life. Some of them enter candidates for the 
examinations of the Royal Society of Arts, or similar tests. 
Their teachers had a Burnham scale of salaries which, when 
it was first introduced in 1921, differed little from that for 
teachers in ‘secondary’ schools. It was provided, however, 
that a re t tain proportion of the staff in each junior tec hni cal 
school should have had industrial or workshop esperience. 
As no special courses of professional tra in i ng had been 
providedfor teachers in technical schools, the Mchlair Com- 
mittee turned its attention to this subject. It expressed the 
belief that “the training of the technical teacher, or at any 
rate the major part of it, should be undertaken after, rather 
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thaa before, he has entered upon his work as a practising 
teacher”;^ and it suggested that “the area training authorities 
should report at frequent intervals to the Board of Educa- 
tion, so that systematic courses of training for technical 
teachers may be provided and recognised.”® Much of the 
training would be provided in the technical colleges or 
schools themselves, and would be conducted by technical 
teachers; thus the technical institutions concerned would 
become part of the general training services of any given 
area. At the same time, some of the instruction given would 
be the same as that provided for other types of teacher and 
should be shared with them; and this would help to obviate 
the danger of segregating technical teachers in their 
training. 

In most cases a junior technical school was included 
in a technical college for adolescents or adults; and junior 
art schools, run on junior technical school lines, are usually 
attached to a senior school of art. Junior technical 
schools, whatever form they have taken, have already 
proved of first-rate importance, and it seems obvious that 
this type of education needs to be increased. In 1937 there 
were in England and Wales 220 junior technical schools of 
various kinds and 41 junior art departments in schools 
of art; the total of their pupils was 28,879.® With this we 
may contrast the provision of ‘secondary’ schools recog- 
nised by the Board of Education in the same year. There 
were 1,794 of these schools and they contained 558,097 
pupils.* The relation of the junior technical school to other 
forms of post-primary education has hitherto been rather 
iU-defined and unsatisfactory. So long as fees were payable 
in the ‘grammar’ schools and were higher than those 
in the junior technical schools, or if the latter did not 


^ McNait R^orf, p. 121. 
* Op, eit.^ p. 148. 


® See Spens Bjporfj Table 16, p. 105. 
^ Op. at,. Table a, p, px. 
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charge any fees at all, parents tended to assume that a 
‘grammar’-school education was something intrinsically 
superior to that given in a junior technical school. The 
entry to the junior technical school at the age of thirteen 
also involved an awkward double break in the pupil’s career, 
once the Hadow reorganisation, with its transfer to post- 
primary education at eleven plus, had been put into practice. 
One solution — which was adumbrated in the Spens ^port — 
was to put grammar school and technical school on the same 
footing by abolishing fees in both and by making eleven 
plus the age of entry for all types of post-primary educa- 
tion. Another more drastic, but perhaps more satisfactory, 
solution would be afforded by the multilateral school. 

Continuative education, given in the evening after work- 
ing hours, has been available in various forms for the past 
hundred years or more.^ The mechanics’ institutes, for 
example, carried on their activities in the evening, and so did 
the evening continuation schools, which provided an ele- 
mentary education for adolescents whose opportunities for 
ordinary schooling had been limited. Since 1926 the various 
t3^es of school which give further education under these 
conditionshavebeen officially known as “evening institutes.” 
They cater either for adolescent or for adult students. In 
the case of the former — ^the jxinior evening institute — ^the 
pupils are usually under the age of sixteen or seventeen. 
OriginaEy it was possible for students to take unco- 
ordhiated subjects; but in 1907 the Board of Education 
suggested that a group system should be introduced by 
which each student followed a course composed of 
several allied subjects, including English. For adults the 
senior evening institute offers a wide variety of subjects, 
and there is no compulsion or persuasion to take grouped 
courses, except where examinations require this. Even- 

^ See sffproy pp. 21 1-21 2. 
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ing institxite classes may often be held in the buildings of a 
day school oi other educational institution. But there have 
also come into existence a number of colleges for further 
education, which have been specially built and equipped on 
a large scale; they often have enormous numbers of students 
and a staff adequate to meet all their requirements. They 
run full-time or part-time day courses for adolescents or 
adults, and may include — as has already been said — -a. 
junior technical school or a junior art school; but they also 
cater fully for evening students. They even prepare for 
external degrees at London University, or in some cases 
have been affiliated to provincial •universities. They pro- 
vide courses for professional diplomas of many kinds and 
for the ‘national certificates’ which were instituted by the 
Board of Education in co-operation with various pro- 
fessional institutions — e.g. those of mechanical, electrical, 
and gas engineering, chemistry, and naval architecture. 
Sometimes employers have been willing to release their 
workers during the daytime to take courses at technical 
colleges of this kind; so that these have acted in such 
cases as a type of day continuation school. A good deal of 
technical education is also provided by the industrial firms 
themselves. Many of the larger engineering firms, for 
example, provide a systematic course of instruction for 
their trade apprentices who are taken straight from school. 
Thus there is often much co-operation between the firms 
which provide the ‘internal’ instruction in the works and 
the L.E.A.S which are responsible for the ‘external’ 
courses in the local technical colleges. 

The twentieth century has seen a great development in 
the institutions for advanced technical and scientific educa- 
tion which had been established in South Kensington. It 
will be remembered that these included the Royal College 
of Science and the Royal School of Mines, wliich traced 
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their origin back to the period of the Great Exhibition. 
There was also the Central Technical College, which had 
been founded by the Qty and Guilds of London Institute in 
1884 and which had devoted itself more particularly to the 
teaching of engineering. In 1904 the Board of Education 
appointed a departmental committee, under the chairman- 
ship of Lord Haldane, to explore the possibilities of co- 
ordinating the work of these three institutions. Its ^port, 
published in 1906, recommended “the establishment at 
South Kensington of an institution or group of associated 
colleges of science and technology where the highest 
specialised instruction should be given and where the 
fullest equipment for the most advanced training and re- 
search should be provided in various branches of science, 
especially in its application to industry, for which no suffi- 
cient provision exists elsewhere.” The result was the 
establishment by Royal Charter in 1907 of the Imperial 
College of Science and Technology, which became a school 
of the University of London. Meanwhile the Normal 
School of Design, which had been founded as far back as 
1837, had become — after the establishment of the Depart- 
ment of Practical Art in 1832 — a National Training School 
of Art; and this in 1896 was renamed The Royal College of 
Art. It, like the Imperial College of Science and Technology, 
is situated in South Kensington. Its special object is “the 
tfiiinifig of Art Teachers of N)th sexes, of designers, and of 
Art workmen.” 

Many types of technical institution also afford oppor- 
tunities for non-vocational continuative education; but this 
comes more particularly within the sphere of what since 
1924 has been officially known as Adult Education. Hither- 
to this had not been separated from technical education; 
but in that year conditions of grant for the general and non- 
vocational education of adults were issued separately in the 
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Regulations for Adult Education. The scope of these 
relations was further enlarged in 1931. Adult education 
had been carried on by the universities ever since the 
‘extension’ movement started in the seventies of the 
nineteenth century. It was in a way an outcome of the 
attempts which had been made to bring university educa- 
tion within the reach of women, and it owes much to the 
pioneer work of James Stuart of Cambridge.^ But the 
movement has been supplemented by the foundation by 
Dr. Albert Mansbridge in 1903 of the Workers’ Educational 
Association. Its aim was to bring together the co-operative 
societies, the trade unions, and the university extension 
authorities; and the scheme was first suggested in a series 
of articles which Mansbridge contributed to the University 
Extension Journal. But in the case of the W.E. A. the initia- 
tive has come rather from the side of the student than of 
the tutor. Its aim was to give working men and women 
opportunities of pursuing studies of a university type, imdet 
the direction of university teachers. Thus, in active co- 
operation with the universities, it has helped to develop 
adult education as an integral part of the national system, 
and to this end it receives assistance from the Ministry of 
Education. W.E.A. courses last in many cases for one 
year, though some may be continued as long as three years. 
The duration of a class is two hours, and a meeting is held 
normally once a week. The subjects of study cover a wide 
range, but economics, history, and literary topics are per- 
haps the most popular. The instruction includes lectures, 
discussions, and the preparation of essays. For students of 
the ‘working class’ who were able to take full-time courses 
lasting at least ayear, Ruskin College was formded at Oxford 
in 1899. Its aim, in the words of one of its founders, was to 
“take men who have been merely condemning our institu- 

^ See supra^ pp. 212-21 3. 
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tions and to teach them, instead, to tiansfoim these insti- 
tutions so that in place of talking against the world they 
will begin methodically and scientifically to possess the 
world.” There was at first some confusion of aim and 
ideals, culminating in a split in 1909, when a separate Labour 
College was formed. Although tHs has since been closed, 
classes have been established in many industrial areas under 
the auspices of the ‘Plebs League/ and a comprehensive 
organisation known as the National Council of Labour 
Colleges came into existence in 1921. This movement is 
less objective and more frankly sectional than that for 
which Ruskin College stands; it aims at providing instruc- 
tion which win be of “practical usefulness to the workers 
in their class struggle.”^ Meanwhile Ruskin College con- 
tinues the work for which it was first designed. It is a resi- 
dential institution and since 1921 has been aided by the 
Board of Education. Although it does not, of course, form 
part of the University, some of its students read for univer- 
sity diplomas in such subjects as economics. Colleges of a 
somewhat similar type have been established at Harlech in 
Wales (Coleg Harlech), at Woodbrooke, Birmingham, and 
elsewhere.® 

Sir Richard Livingstone has recently advocated the 
establishment of residential colleges for adult education, on 
the lines of the Danish People’s High Schools. These 
would be run by L.E.A.s and would provide “for week- 
ends, or for weeks, of study.” Their courses would be 
cultural and not vocational. They would, in fact, help to 
pull together our whole system of adult education, “to 
bring some order into the spiritual chaos of today and to 
create a democracy which had ‘meat and raiment,* but in 


1 See J. F. and W. Hotrabin, WorMt^lass Edueatum. 

* See ’ZtsUadial Colleges for Adult Education, published by the Educational Settle- 
mcnts Association, ‘ 
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which the life was more than the meat and the body than 
the raiment.”^ 

Another interesting form of adult education is provided 
by the women’s institutes which are foiind particularly in 
country villages. They date from 1915 and they did admir- 
able. work during the first World War. By the end of 1932 
there were some 5,000 institutes, with a membership of 
approximately 297,000. Every county in England and Wales 
had its own federation, and these were united in a National 
Federation of Women’s Institutes. They arrange classes in 
cultural and recreational subjects, as well as in domestic and 
other crafts; and they have usually a strong social side. 

A more Mly developed attempt to focus the social and 
educational activities of an area is afforded by the com- 
munity centre. In June 1929 a conference was held to con- 
sider what could be done to promote the growth of a 
healthy social life in the new housing estates which were 
being developed by local authorities. It was attended by 
representatives of the National Council of Social Service, 
the British Association of Residential Settlements, and the 
Educational Settlements Association. As a result of the 
conference a New Estates Community Committee (after- 
wards known as the Community Centres and Associations 
Committee) was set up, with Sir Ernest Barker as chair- 
man. Within the next nine years other associations came 
into existence, not only in the larger cities, but also in some 
of the smaller towns, such as Reading and Taunton. By the 
summer of 1939 there were seventy Community Associa- 
tions in existence, affiliated to the National Council of 
Social Service, and about two hundred schemes for the 
provision of community centres were in hand. Aid was 
given by the Carnegie Trustees, and in some cases by 
L.E.As. But these associations have sprung up and have 

1 Livingstone, Hbs future in Education, p. 86* 
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been financed in many different ways. One of the largest 
and best equipped of them — ^that on the trading estate at 
Slough — was provided by the local employers whose work- 
people benefited by the centre. The object of a community 
association is the general well-being of the society which it 
serves. It aims at associating local authorities, voluntary 
organisations, and residents in a common effort to advance 
education, to promote health, and to foster a community 
spirit. To this end it establishes and maintains a community 
centre where its activities can be carried on. It includes 
such amenities as common rooms, a canteen, and a hall for 
lectures, meetings, dances, dramatic work, and the like. 
There should also be a gymnasium and craft rooms. At 
Slough there is a magnificent swimming-bath. It is possible 
that a branch library or a child welfare clinic will be accom- 
modated in the centre; and it is sometimes advocated that a 
school should also be located on the site. Thus the centre 
aims at giving full expression to the social and cultural life 
of the community which it serves. It caters largely, but by 
no means exclusively, for the young men and women who 
live and work in its area; but it often includes also a junior 
membership for boys and girls between the ages of four- 
teen and eighteen. It is probable that the community centre 
will have points of contact with the day continuation 
school (or ‘county college,’ to give it the title conferred on 
it by the 1944 Education Act); but it has a rather wider 
outlook, although it is definitely associated with a specific 
community living together on a housing estate. It seems that 
one of the effects of the Education Act of 1944 will be to 
require L.E.A.S to play a greater part in relation to com- 
munity centres than they have done hitherto.^ 

An important e^eriment in linking togedier the many- 
sided educational, cultural, and social activities of a definite 

^ See Education Act 1944, §§ 41, 42* 53 * 
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which the life was more than the meat and the body than 
the raiment.”^ 

Another interesting form of adult education is provided 
by the women’s institutes which are found particularly in 
country villages. They date from 1915 and they did admir- 
able work during the first World War. By the end of 1932 
there were some 3,000 institutes, with a membership of 
approximately 297,000. Every county in England and Wales 
had its own federation, and these were united in a National 
Federation of Women’s Institutes. They arrange classes in 
cultural and recreational subjects, as well as in domestic and 
other crafts; and they have usually a strong social side. 

A more fiilly developed attempt to focus the social and 
educational activities of an area is afforded by the com- 
munity centre. In June 1929 a conference was held to con- 
sider what could be done to promote the growth of a 
healthy social life in the new housing estates which were 
being developed by local authorities. It was attended by 
representatives of the National Council of Social Service, 
the British Association of Residential Settlements, and the 
Educational Settlements Association. As a result of the 
conference a New Estates Community Committee (after- 
wards known as the Community Centres and Associations 
Committee) was set up, with Sir Ernest Barker as chair- 
man. Within the next nine years other associations came 
into existence, not only in the larger cities, but also in some 
of the smaller towns, such as Reading and Taunton. By the 
summer of 1939 there were seventy Community Associa- 
tions in existence, affiliated to the National Council of 
Social Service, and about two hundred schemes for the 
provision of community centres were in hand. Aid was 
given by the Carnegie Trustees, and in some cases by 
L.E.As. But these associations have sprung up and have 

^ Livingstone, The Vuture in Education, p. 86. 
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been financed in many different ways. One of the largest 
and best equipped of them — ^that on the trading estate at 
Slough — was provided by the local employers whose work- 
people benefited by the centre. The object of a community 
association is the general well-being of the society which it 
serves. It aims at associating local authorities, voluntary 
organisations, and residents in a common effort to advance 
education, to promote health, and to foster a community 
spirit. To this end it establishes and maintains a community 
centre where its activities can be carried on. It includes 
such amenities as common rooms, a canteen, and a haU for 
lectures, meetings, dances, dramatic work, and the like. 
There should also be a gymnasium and craft rooms. At 
Slough there is a magnificent swimming-bath. It is possible 
that a branch library or a child welfare clinic wiU be accom- 
modated in the centre; and it is sometimes advocated that a 
school should also be located on the site. Thus the centre 
aims at giving full expression to the social and cultural life 
of the community which it serves. It caters largely, but by 
no means exclusively, for the young men and women who 
live and work in its area; but it often includes also a junior 
membership for boys and girls between the ages of four- 
teen and eighteen. It is probable that the community centre 
will have points of contact with the day continuation 
school (or ‘county college,’ to give it the title conferred on 
it by the 1944 Education Act); but it has a rather wider 
outlook, although it is definitely associated with a specific 
community living together on a housing estate. It seems that 
one of the effects of the Education Act of 1944 will be to 
require L.E.A.S to play a greater part in relation to com- 
munity centres than they have done hitherto.^ 

An important experiment in linking together the many- 
sided educational, oiltural, and social activities of a definite 

^ See Education Act 1944, §§ 41, 42, 53. 
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region was provided by the Cambridgeshire village 
colleges. These owe their origin to the wisdom and vision 
of the County Education Secretary, Mr. Henry Morris. 
The first of these colleges was opened at Sawston in 1928, 
and others have since been erected in other parts of the 
county. Each serves a well-defined rural area. Its buildings 
house a ‘modern’ school, and the children are brought in 
by buses if they do not live in the village where the college 
happens to be. But in addition there is accommodation for 
adult education and all the amenities of a community centre. 
There are lecture rooms and common rooms for adults, a 
hall where concerts and dramatic performances and dances 
and cinematograph shows can be held, a branch of the 
county library, a workshop, a laboratory, a cookery room, 
a canteen, and adequate playing-fields. The parish council 
and thewomen’s institute hold their meetings on the college 
premises. Thus the village college is at once a school, a 
club, and a cultural and recreational centre for old and 
young alike. If it is true, as a speaker at the British Asso- 
ciation meeting in 1936 said,’- “Education corporately 
administered is the principle of miity by which modern 
communities, whether urban or rural, can be significantly 
integrated at any stage of culture,” then the village college 
provides an example of very far-reaching importance, and 
its implications are far from being confined to the purely 
rural area. 


^ See pp. 436-'7 of B, A. Report £ox 1936, 



Chapter XXXI 

HELPING THE ADOLESCENT 


Vocational Guidance. Juvenile Unemployment and Ddinqnency. Youth Service. 

The twentieth centuiy has seen the development of many 
schemes to help the ‘yo^g petson’ — ^i.e. the boy or girl 
who has left school but has not yet attained the age of 
eighteen.^ The chief problem facing the school-leaver is 
that of ‘getting a job.’ So long as this was left to chance, 
many square pegs got into round holes, and the State 
suffered thereby as well as the individuals concerned. To 
obviate this situation systems of ‘vocational guidance’ have 
been devised. This implies not only guiding the school- 
leaver into that particular occupation where he wid find his 
greatest interest and realise his capacities to the utmost, 
but also giving him information about his duties and oppor- 
tunities and the knowledge and training required in any 
particular sphere. In addition it necessitates acquaintin g 
him with the state of the labour market and his chances of 
obtaining the kind of post for which he seems best suited. 
A good deal has always been done by the heads of post- 
primary schools, and in some such sdaools ‘careers masters’ 
have been appointed. But it is difficult for members of a 
school staff to get the leisure and the opportunities to carry 
out this work adequately; and for that reason the help of 
the school must be supplemented by specially constituted 
outside agencies. In 1909 labour exchanges were instituted 
to deal with the problem of unemployment, and these 
included a special juvenile department. In 1910 came the 
Education (Choice of Employment) Act, which enabled 
L.E.A.S “to give boys and girls information, advice, and 
assistance with respect to the choice of employment.” This 
was to be done by “the collection and communication of 

’See ss^a, p. 298 Q. 
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information and the famishing of advice.”^ To this end 
juvenile employment committees were set up. They in- 
cluded representatives of industry, persons interested in 
education, and social workers. Under the powers given by 
the 1910 and subsequent Acts juvenile employment bureaux 
have been opened by some L.E.A.s, and both they and the 
juvenile departments of labour exchanges have been much 
used. The total number of boys and girls placed in jobs by 
this means rose from 113,670 in 1922 to 445,424 in 1934.* 
The bureaux and exchanges have done important work; 
but, in view of the large numbers of school-leavers with 
which they have to deal, they have had to work largely on 
empirical lines. A more ambitious and scientific method of 
vocational guidance is that given by the National Institute 
of Industrial Psychology, which was founded in 1921. A 
carefully thought-out series of psychological and other 
tests, lasting about three hours, is set to each candidate for 
guidance, and it is conducted by a team of experts. For this 
reason it is an expensive process, and it has therefore been 
used mainly for pupils leaving school at the age of sixteen 
to eighteen, whose parents can afford to pay the fees 
involved. It also takes account only of the suitability of the 
candidate, and is not concerned with the possibility of 
securing the kind of post to which he seems suited. At 
present, therefore, a system of this kind can be applied only 
to a limited extent; but it would be advantageous if some 
of the technique of the National Institute of Industrial 
Psychology could be combined with the activities of the 
juvenile employment bureau in giving vocational guidance. 
In this way the interests and capacities of the school-leaver 
might be so far as possible correlated with the occupational 
opportunities that happen to be available. 

^ Education (Choice of Emplcymcnt) Act, § i, 

* Ministry of Labour Report tot Year 1934, p. 45. 
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Refetence may here be made to the attempts which were 
made after the &st World War to deal with school-leavers 
who found difficulty in obtaining jobs. In November 1918 
juvenile unemployment centres, conducted by L.E.A.S, 
were set up to provide educational and recreative activities 
for young people who could not get work. Further schemes 
were tried out from time to time, and in 1929 the title was 
changed to ‘junior instruction centres.’ The whole matter 
was tied up with the question of unemployment insurance. 
Under Section 15 of the Unemployment Insurance Act of 
1930 “the Minister [of Labour], after consultation with the 
Board of Education, shall . . . make arrangements with local 
education authorities for the provision, as far as is prac- 
ticable, of approved courses of instruction for insured con- 
tributors under the age of eighteen years who claim 
benefit.” But the minimum age for entry into unemploy- 
ment insurance was sixteen, so that there was a period 
between leaving school and the age of sixteen when the 
‘young person’ was non-insurable. However, the Unem- 
ployment Act of 1954 carried thematter a stage farther. The 
Alinistry of Labour, in an explanatory note on this Act, 
said: “The Unemployment Act provides for the establish- 
ment of courses of instruction for unemployed boys and 
girls between school-leaving age and eighteen years of age. 
For the first time a statutory obligation is imposed on edu- 
cation authorities to provide such courses as may be neces- 
sary For thefirst time also the Minister is empowered to 

requite the attendance at an authorised course of instruc- 
tion of any boy or girl between the school-leaving age and 
eighteen years of age who is capable of and available for 
work but has no work, or only part-time or mtermittent 
work.” Between 1918 and 1934 over a million young per- 
sons had passed through the junior instruction centres ; and 
in December 1934 there were in Great Britain in centres 
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and 15 classes for unemployed juveniles, with a total 
attendance of 18,887. In his 'K.eport on Junior Instruction 
Centres and their Future^ Mr. Valentine Bell says that their 
object was “to guide young persons in the ways of spend- 
ing their leisure time in order that their personalities may 
be developed or saved from the destruction of individuality 
wrought by modern methods of mechanisation. ... It is the 
use of leisure time that is of such importance to the youth of 
today, for in the future this may be increased owing to the 
shortening of routine working hours, and the increase of 
part-time work.” But the junior instruction centre was a 
palliative, and not a solution, for the problem of juvenile 
unemployment. Itwas difficult to organise coherent courses 
in them, for the membership was always fluctuating; and 
there also was no real incentive for boys and girls to attend 
an educational institution, so long as thework was regarded 
as a kind of penalty for being unemployed. A more satis- 
factory method of tackling the problem would have been the 
raising of the school-leaving age and the institution of day 
continuative education for all young persons, whether they 
happened to be employed or not. 

Juvenile unemployment is one problem and another is 
juvenile delinquency. How far law-breaking by children is 
criminal, and how far due to bad home conditions or merely 
a manifestation of a spirit of adventure or mischief, may 
perhaps be debated. But it is obvious that treatment should 
be preventive and educational rather than penal. The prac- 
tice of sending children under fourteen to prison was not 
abolished until the passing of the Children Act in 1908, 
This also set up special juvenile courts for dealing will 
offenders aged from seven to sixteen. The Children anc 
Young Persons Act of 1933 raised the ages to eight anc 
seventeen. Young offenders, awaiting the hearing of thei 

" P. 77. 
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case, are detained if necessary in what is known as a ‘remand 
home.’ A system of probation, by which delinquents are put 
under some form of supervision, has come extensively into 
use. If a child’s home is considered to be unsuitable, he may 
be committed for a term of years to a hostel or home or “to 
the care of a fit person, whether relative or not, who is 
willin g to undertake the care of him.” But if it is decided 
that he needs institutional treatment, he may be sent back 
to a remand home until he can be admitted to an ‘approved 
school’ — ^i.e. one which has been approved by the Home 
Office for the reception of delinquents.^ Approved schools 
are, of course, residential, and they cater for three age-groups 
of delinquents — ^junior schools for those admitted under 
the age of thirteen; intermediate for entrants aged thirteen 
to fifteen, and senior for those aged fifteen to seventeen.® 
In the first group the curriculum is much the same as that 
of the ordinary elementary school; in the intermediate ap- 
proved school the work is partly vocational; while for the 
seniors many kinds of industrial and technical courses are 
provided. Delinquents are committed for a period of 
three years, but tMs is usually reduced; for, when it is con- 
sidered advisable to do so, they may be released on ‘licence’ 
and sent out into some form of employment. They are ‘fol- 
lowed up’ for another three years, either by the head of the 
school or someone acting for him, or under the super- 
vision of a local welfare officer. How far this system is 
successful may be judged from the fact that about 20 
cent, 
girls. 


1 A Winning has beea made with a scheme for assessing delinquents in ‘dassify- 
ing schools’ before deciding which jocular approved schools are likdy to be 
most suitable for them. See Maki/^ Citizens (H.M.S.O., 1945)* , . , . . 

*For girls there are normally otaly two types of approved school-— junior, 
taking in delincnients under the age of fifteen, aim senior for girls admitted between 
the ages of and seventeen. • See Mayer, Y<mg ^eopU m Trouble, p. 38. 


of the boys, and rather less than this number of the 
who have passed throughanapprovedschool have been 
i guilty of new offences within three years of leaving.® 



334 


HISTORY OF ENGLISH EDUCATION 


For older and more serious oflFenders there are the Borstal 
institutions. In 1902 some convicted youths, aged sixteen 
to twenty-one, were sent to a disused prison at Borstal, 
near Rochester, to be trained on industrial lines apart from 
adult criminals. Their regime was designed to teach self- 
reliance and self-respect, and arrangements were made to 
find them work when they left the establishment. In 1944 
there were seven Borstal institutions for boys and one for 
girls. By Section i of the Prevention of Crime Act of 1908 
the court, before sending an offender between the ages of 
sixteen and twenty-one to such an institution, must be 
"satisfied that the character, state of health, and mental con- 
dition of the offender, and the other circumstances of the 
case, ate such that the offender is likely to profit by such 
instruction and discipline;”^ and that "by reason of his 
criminal habits, or tendencies, or association with persons 
of bad character, it is expedient that he should be subject to 
detention.” The length of the detention is not less than two, 
and not more than three, years, and its object is “training 
rather than punishment.”® The Borstal system has been 
criticised on various grounds, but it has proved to have 
beneficial results, especially where the maximum period of 
detention has been imposed.® 

Juvenile unemployment and delinquency ate urgent 
problems and have called for serious attention; but a more 
fundamental consideration is how best to meet the needs of 
young people of all types, whether they be in trouble or not. 
It is from a realisation of this situation that the movement 
known as *youth service’ has grown. For many years past 
much had been done by voluntary effort, outside the 

^ Prevention of Crime Act^ ipo8» § i. 

* See chap, vi and Appendix E o£ Prisons and Borstals (H.M.S.O,, 1945). 

* A short-lived, but noteworthy, attempt to deal with the problem of juvenile 
delinquea(w was made by Homer Lane at Batcombe in Dorsetshire (1914-18). It 
was modelled on the Junior Republics started in America by W, R. George, 
Consult Bazelcy, Homer Lane and the Little Commonwealth, 
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:hools to meet the physical, mental, and spiritual needs of 
oung people. The Young Men’s Christian Association, for 
xample, dates from as early as 1844. It started with twelve 
lembers and was founded to promote “the spiritual welfare 
f young men engaged in the drapery and other trades by 
he introduction of religious services among them.” 
)uring the last 100 years the Y.M.C.A. has expanded 
normously both in its numbers and in the range of 
ts activities. The Y.W.C.A. dates from 1853. The 
National Associations of Boys’ Clubs and of Girls’ Clubs 
dso have a large membership and many affiliated clubs, 
vhich provide social and intellectual opportunities, par- 
icularly for young workers. The pioneer of ‘uniformed’ 
organisations is the Boys’ Brigade, founded in 1885. It has 
i semi-military organisation and is definitely religious in 
:haracter. The Boy Scouts, which owe their origin in 1908 
:o the genius of Lord Baden-Powell, have since become a 
world-wide movement and have been followed by the Girl 
Guides, who came into existence in 1910. AU these agencies 
have not only had a great social significance, but they have 
also helped to widen popular ideas as to what education 
really means, and they have thus reacted beneficially on the 
cxxrriculum and organisation of schools. In estimating the 
development of ‘youth service’ in recent years it is im- 
portant, therefore, not to overlook the contribution which, 
during so long a period, has been made by these, and many 
other, voluntary bodies. 

So far as the State was concerned, its interest is of much 
more recent growth and at first was directed mainly to- 
wards the physical welfare of young people. This may not 
have been altogether unconnected with military considera- 
tions and with the deterioration of political conditions on 
the Continent of Europe. In 193 5 the silver jubilee of King 
George V was commemorated by the establishment of the 

E.E . — 12 
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KingGeorge’s Jubilee Trust. Thefunds raised were devoted 
largely to the purchase of playing-fields. The National 
Fitness Council was setup in 1937 to administer Govern- 
ment grants for improving physical training and providing 
facilities for recreation. But in September 1939 the National 
Fitness Council was replaced by the National Youth Com- 
mittee, which took a wider view of what ‘youth welfare’ 
meant; and this was made clear in a circular (No. i486) of 
more than usual importance, issued by the Board of Educa- 
tion in November of the same year. It pointed out that in 
spite of the efforts of the voluntary organisations and of the 
L.E.A.s there was still a lack of provision of opportunities 
for the social and physical development of boys and girls 
between the ages of fourteen and twenty, who had ceased 
full-time education. It urged every L.E.A. to “take steps to 
see that properly constituted Youth Committees exist in 
their areas.” The duty of these committees would be to 
ascertain local needs and decide where assistance could best 
be given, and by so doing to strengthen the hands of local 
authorities and voluntary organisations. There was a large 
response to this appeal, and in a further circular (No. 1503) 
of March 1940 the Board made clear the grants which were 
available for youth service and the conditions under which 
they would be made. In June 1940 the Board issued yet 
another circular (1516), entitled The Challenge of Youth , 
which was designed to give some guidance to L.E.A. 
Youth Committees on the general aim and scope of their 
work. This was defined as “developing the whole per- 
sonality of individual boys and girls to enable them to take 
their place as full members of a free co mmuni ty.” Thus 
youth welfare was recognised as a province of further educa- 
tion side by side with primary and secondary education. 
There was to be no State-controlled uniformity. The func- 
tion of the State was to focus the efforts of youth service. 
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nd to supplement the resources of voluntary organisations, 
.■'he L.E.A.s’ part was to encourage existing organisations 
nd fill up gaps where they existed. Thus there should be no 
lash between statutory and voluntary effort, but rather 
Variety of approach with a common purpose.” 

The situation had something in common with that in the 
ield of elementary education in 1870; and it is obvious that 
he Board of Education were anxious to avoid any of the 
possible difficulties which the existence of a ‘dual system’ 
night involve. In November 1940 a circular (No. 1529), 
lealing with Youth, Physical Recreation, and Service, 
innounced that a Directorate of Physical Recreation was to 
3e set up in order “to strengthen the Service of Youth on a 
side on which it is at present liable to be increasingly handi- 
:apped,” owing to the calling-up of many organisers and 
.eaders of physical recreation, and the commandeering of 
premises and playing-fields. Reference was also made to the 
Youth Service Corps, which had been started in Suffolk 
under the title of ‘Youth Squads,’ in order to encourage 
jroung people, on their own initiative, to organise and 
undertake jobs of national importance. A further impulse 
to the youth organisations was given by the Government’s 
decision at the end of 1941 that all boys and girls between 
the ages of sixteen and eighteen should be required to 
register. After doing this, those who had not already 
associated themselves with some youth organisation were 
interviewed and encouraged to do so. 

Meanwhile, under the impact of the war, various types of 
pre-service training were becoming available. For many 
years past the public schools and other secondary schools 
had possessed contingents of the junior^ Officers’ Training 
Corps. This system had grown out of the volunteer move- 
ment of the i86o’s, and the school ‘cadet corps’ — as they had 

^ The senior O.T.C.s were attached to tmivcrsitdcs. 
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been called — ^were reorganised as part of the Territorial 
Force in 1908. Their contingents were recognised by the 
War Office, and they received a grant in respect of every 
cadet who became ‘efficient.’ But the scheme had in view 
only the training of future officers, and it was restricted to 
the type of school from which a supply of such candidates 
would chiefly be recruited. The application of conscription, 
not only to men, but even to women, during the second 
World War, enormously increased the demand for pre- 
service training. In 1941 the Air Training Corps, for boys 
of sixteen (subsequently fourteen) to eighteen, came into 
existence, and it was supplemented by Sea Cadets and Army 
Cadets. Other pre-service organisations catered for girls. In 
some cases these pre-service units were actually attached to 
schools, as the original O.T.C.s had been. The pre-service 
organisations, though largely the outcome of wartime con- 
ditions, were not simply concerned with preparatory mili- 
tary training: they catered for the social and recreative 
needs of their members and they were in a very teal sense 
‘youth organisations.’ 

In 1942 the National Youth Committee, which had been 
responsible for developing facilities for youth welfare and 
starting off the L.E.A.s on their activities in this field, was 
dissolved and replaced by the National Youth Advisory 
Council. It included representatives of all kinds of youth 
organisation — ^voluntary and statutory — as well as the pre- 
service corps and churches and employers. Its function was 
to consider and advise on problems remitted to it by the 
Board of Education, to act as a channel by which informa- 
tion concerning the Youth Service and its problems could 
reach the Board, and to train men to originate ideas for the 
improvement of the Youth Service and to put suggestions 
to the Board. One of the chief problems which youth 
organisations of all kinds have had to face is the training of 
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lose who, perhaps rather unfortunately, are called ^youth 
;aders/ Many of the voluntary bodies already have their 
wn schemes, but much has also been done by universities 
nd training colleges; and it is obvious that there must — 
r should — ^be a close relationship between the training of 
aese ‘leaders’ and of those who are to teach in schools. The 
/[cNair Committee gave considerable attention to these 
iroblems. They recommended that three-year courses of 
raining should be provided to enable men and women to 
[ualify for full-time posts as youth leaders; but that in cases 
p’here a candidate had already had adequate experience of 
bis kind of work, the course might be shorter, though not 
ess than a year. They further desired that service in youth 
>rganisations should be linked up with ordinary teaching in 
chools. To this end they suggested that the salaries of youth 
eaders should be comparable with those paid to teachers 
md that service in a youth organisation should be made 
jensionable. To facilitate easy transference from the one 
ype of service to the other, it would be necessary to link 
iieir superannuation schemes. It was hoped that the train- 
ng of youth leaders “during the first five years should be 
regarded as experimental, and that before the end of that 
period the Board of Education should review the ex- 
perience of each area with a view to systematising, so far as 
may be necessary, the qualifications required for recognition 
as a youth leader and outlining the nature of the courses of 
rrai ning which they will recognise and aid.”^ It is obvious 
that an adequate supply of suitable and weU-qualified 
leaders is essential to the successful development of youth 
service as an integral part of the national system of 
education. 


^ McNair K^ort, p, 147. 



Chapter XXXII 

THE WAR AND THE 1944 ACT 

Evacuation and its Effects. The Green Book and ihe White Paper. The Butler 
Act and its Impliaitions. 

The outbreak of the second World War in September 1939 
had disastrous effects on the national system of education. 
Before the actual declaration of hostilities a large proportion 
of children were evacuated from urban areas which it was 
expected would be the object of enemy air attacks, and they 
were moved to reception areas where it was hoped they 
would besafe. It is difficult to make generalisations about so 
complex an operation, and conditions varied enormously as 
between one district and another. The administration of the 
evacuation scheme was shared between the Ministries of 
Health, of Transport, and of Home Security, with the co- 
operation of the Board of Education. The actual evacuating 
and transport were on the whole efficient and successful; 
but most of the real difficulties arose in the reception areas. 
There was first the problem of billets for the children. Even 
more difficult was the provision of school places for the 
hosts of pupils who flowed into the reception areas. In 
some cases a ‘double-shift’ system was put into force, by 
which the home school and the visiting school used the 
same buildings at different times. This cut down the actual 
hours of teaching in both schools, but outdoor activities of 
some kind were arranged by the school authorities for the 
off-sessions. Another method was to put the evacuated 
school into some hall or similar building, which was seldom 
well adapted to this purpose. Sometimes a school had to 
work as best it could in several buildings situated at some 
distance one from another. A third scheme for dealing with 
evacuated children was to absorb them into existing schools 
in the reception areas. This resulted in overcrowded classes 
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,nd all kinds of time-table difficulties. As the Permanent 
lecretary of the Board of Education said in 1939,^ “The 
ype of senior school provided in a rural area is something 
rery different, both in scope of buildings and in types of 
ubjects taught, from a senior school provided in a highly 
irbanised area.” 

The general result has been roundly described as an “edu- 
:ational mess”;® but the effects of it were minimised by the 
ievoted work of inspectors of the Board of Education and 
Df L.E.A. officials and of the heads and assistant teachers of 
evacuated and receiving schools alike. Their names were con- 
spicuously absent from the Honours Lists, but no body of 
civilians served their country better during the stress of war. 
There were also some positive benefits to be gained from 
evacuation. Against the loss due to lack of proper buildings 
or equipment or grading may be set the claim that in many 
cases evacuated childrembenefited in body and mind alike by 
being moved from urban to rural areas. Town and country 
had for too long been “two Englands.” Now they were 
brought together as never before. The children — and their 
teachers too — ^found new interests, new ways of approach to 
their work, new experiences, a new freedom from routine. 
But because evacuation was voluntary and not compulsory, 
a large number of children were kept in the danger zone. 
In January 1940 the percentage remaining in the evacuation 
areas varied from 62 per cent, in Liverpool to 97 per cent, in 
Rotherham. The average for all such areas was 80 per cent.® 
But in the so-called ‘vulnerable’ districts all State schools, 
after the evacuation had been completed, were closed by 
Government order, and the buildings were taken over for 
all kinds of ‘civil defence’ organisations, or by the military 

1 Sir Maurice Holmes in evidence before Select Committee on Estimates (MinuUs. 

p. 192). 

* Padley and Cole, ’Evacuation Survey, p. 5. 

® Op, cif,, table i, pp. 46-7. 
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autholities. Thus the work of education practically ceased. 
Attempts were made in some places to provide a minimum 
of education for unevacuated children by sending peri- 
patetic teachers to instruct them in their homes — a not very 
satisfactory expedient. The situation became so serious that 
on February 7th, 1940, L.E.A.s were instructed by the 
Board to prepare to resume the operation of compulsory 
school attendance. By the end of the year the number of 
children left in London had been reduced to 80,000, of 
whom 30,000 were at school. But meanwhile incalculable 
damage had been done. It was said that many children had 
forgotten how to read, and that even those who remained 
in schools in evacuation areas had to spend a large part of 
their time in air-raid shelters, where no kind of satisfactory 
instruction could be given. 

The national system of education, like our bombed 
cities, suffered grievously during the war; but those res- 
ponsible for it and interested in it — like the inhabitants of 
those cities — carried on, improvising and repairing the 
damage wherever it was possible, and looking forward 
always to reconstruction on better lines than had ever been 
in the past. It is not without significance that the Education 
Acts of 1870, 1902, 1918, and 1944 were passed in a time of 
war; and it would seem that men’s minds, in a revulsion 
against the folly and waste and false values of war, turn to 
education as the one hope for the future — though there are 
not wanting those also who are interested in education pri- 
marily as a means of promoting military efficiency. The great 
danger is that the lesson may be forgotten when the emer- 
gency is past. It is certainly true that public opinion during 
the war years was increasingly interested in education and 
increasingly determined to make educational facilities more 
adequate and more easily accessible to those who could 
profit by them. A scheme for putting these rather vague 
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ispirations into practice was outlined in a tentative docu- 
nent issued in June 1941. It had been drawn up by some 
Dfficials of the Board of Education and is usually known 
IS the ‘Green Book.’ The object of this memorandum 
was to serve as a basis of preliminary talks between the 
Board and the accredited representatives of local authori- 
ties, teachers’ associations, and other local bodies with 
which the Board was associated in the educational service. 
The document was issued to the organisations concerned 
and was marked ‘confidential’; but, as Mr. Lester Smith 
observes,’^ “it was distributed in such a blaze of secrecy that 
it achieved an unusual degree of publicity.” In answer to 
questions in the House of Commons, the President of 
the Board, Mr. R. A. Butler, promised to publish a short 
statement indicating the major subjects covered by the 
memorandum. This summary appeared in October 1941; 
but, whereas the original document had made detailed 
and definite suggestions covering almost every aspect of 
national education, the so-called ‘summary’ consisted of a 
list of subjects for discussion, set largely in the form of 
questions. It included such topics as the raising of the 
school-leaving age and the allowing of exemptions, the re- 
defining of primary and secondary education, and the justifi- 
cation for retaining separate L.E.A.s for dealing only with 
primary education. Other subjects suggested for debate were 
free secondary schooling and one code for all types of second- 
ary education; the promotion of the physical well-being of 
children and young people; youth service; an extended 
system of technical training; the provision of nursery 
schools; the recruitment, training, and remuneration of 
teachers; the workiag of the ‘dual system’; the establish- 
ment of a unified system of aid to enable students to proceed 
to universities, 

^To Whom do Schools Beloff^?, p. 202. 
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The appearance of the ‘Green Book’ provoked a con- 
siderable response from the organisations and authorities 
which received it, and there followed a spate of memoranda 
dealing with educational reform issued by organisations of 
many types — local authorities, political bodies, churches, 
and professional associations. Mr. Butler and Mr. Chuter 
Ede, the Parliamentary Secretary of the Board of Education, 
gave the fullest consideration to this response, interviewing 
deputations and touring the country. The results of their 
labours were shown in a parliamentary White Paper, issued 
in July 1943, and beating the title Educational Reconstruction. 
The Times'^ not unjustly called it a landmark in English 
education, and said that it promised “the greatest and 
grandest educational advance since 1 870.” Its central pro- 
posal was that the statutory system of public education 
should be organised in three progressive stages — ^primary, 
secondary, and further education. This was indeed the 
logical outcome of the scheme first adumbrated in the 
Hadow Report.- ‘Elementary’ education would disappear; 
there would be no longer ‘elementary’ schools taking 
children up to the age of fourteen or fifteen and over- 
lapping with ‘secondary’ schools receiving pupils from the 
age of eleven or even younger. The system of local educa- 
tional administration would also have to be adjusted to this 
new lay-out. The school-leaving age should be raised to 
fifteen without exceptions, and ultimately to sixteen; and 
fees should be abolished in all maintained secondary schools. 
Compulsory part-time education in working hours should 
be provided for young persons up to the age of sixteen. 
Nursery schools should be established wherever they were 
needed. The abolition of the special-place examination and 
the adoption of “other arrangements for the classification 
of the children when they passed from primary to secondary 

1 J\ily 24th, 1943. 
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chools” would free junior schools from the evil effects of 
competitive test and help them to foster “the potentialities 
f children at an age when their minds are nimble and 
eceptive, their curiosity strong, their imagination fertile, 
nd their spirits high” — a delightful phrase. The White 
’aper also dealt with provision for technical and adult 
ducation and for youth service. It referred to the need for 
eform in methods of recruiting and training teachers — a 
ubject which was at the time being investigated by the 
dcNair Committee — and to the problem of access to the 
miversities, with which the Norwood Committee was also 
lealing. The administrative problems involved in the exis- 
:ence of the dual system were also discussed, and in order 
;o give increased assistance to voluntary schools, with a 
;orresponding extension of public control, it was proposed 
;o revive the provisions of the Education Act of 1936. 

The White Paper received a cordial welcome. In a two 
days’ debate on educational reconstruction the House of 
Commons “showed itself of one mind to a degree rare in 
Parliamentary annals. . . Not a single voice was raised in 
favour of holding up or whittling down any one of the pro- 
posals for educational advance.”^ Mr. Butler was thus able 
to carry on with his hands strengthened. There were inevit- 
able practical difficulties in launching so vast and complex a 
scheme of reform — the problem of recruiting and training 
a large enough body of teachers to work the plan; the in- 
evitable provision of new schools and the renovation of old 
ones at a time when the building industry was severely 
handicapped by war conditions; the “ancient and com- 
plicated problem of the dual system” — as Mr. Butler called 
it; the unwillingness of Part III authorities to forgo their 
control of elementary education. But patience and good- 
will smoothed out many of these difficulties, and when in 

^ Tbt Times, July 31st, 1943. 
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January 1944 Mr Butler laid his Education Bill before the 
House of Commons it was debated in an atmosphere very 
different from that in which most educational legislation 
had previously been carried through. The Bill became law 
on August 3rd, 1944; as Mr. H. C. Dent has said, it “makes 
possible as important and substantial an advance in public 
education as this country has ever known. 

The Education Act of 1944 is set out in five parts, of 
which the last deals mainly with the bringing of the Act 
into operation and the definition of various terms used in 
it. An attempt will therefore be made to summarise only 
the other four parts which contain the gist of the reforms 
which the Act involves. The first clauses deal with the 
Central Administration. The Board was replaced by a 
Ministry of Education.® The duty of the Minister is “to 
promote the education of the people of England and Wales 
and the progressive development of institutions devoted to 
that purpose, and to secure the effective execution by local 
authorities, under his control and direction, of the national 
policy for providing a varied and comprehensive educa- 
tional service in every area.”® The Act also brought into 
existence two advisory councils, one for England and one 
for Wales, which would have wider scope than the old Con- 
sultative Committee; their duty wo\ald be to advise the 
Minister, not only upon questions referred to them by him, 
but also upon such matters connected with educational 
theory and practice as they thought fit. 

The Act goes on to deal with the statutory system of 
education. The duty of L.E.A.s. to maintain and keep 
efficient all public elementary schools in their areas was con- 
verted into a duty to secure adequate provision of both 

^ Dent, The Education Ac/, 1944, p. 3. 

•An Mucation Bill, introduced by the Duke of Marlborough in 1868, had 
proposed the appointment of a Minister of Education, 

* Bducafson Act, 1944, part I, § i. 
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rimary and secondary schools. This meant that from 
pril I St, 1945, when this part of the Act came into opera- 
on, the 169 existing Part III authorities would be abolished, 
here had been much heartburning on this subject, 
id for this reason a compromise had been effected. It was 
it out in the first Schedule to the Act. Where two or more 
lunties or county boroughs were too small to undertake 
y themselves the full educational responsibilities of their 
tea, a joint education board might be created for this pur- 
ose. Moreover, bodies called ‘divisional executives’ could 
e set up in counties and empowered in their own areas to 
xercise on behalf of the L.E.A. “such functions relating to 
rimary and secondary education as may be specified.”^ 
if^ith the consent of the Minister functions relating to 
irther education might also be delegated to them. Thus to 
ome extent they took the place of the former Part III 
uthorities; but the L.E.A. was not empowered to delegate 
D these divisional executives the power of borrowing 
loney or raising a rate. A rather complex arrangement was 
lade by which schemes of divisional administration were 
0 be determined. 

By Section ii of the Act every L.E.A. was required to 
urvey the educational facilities and needs of its area and to 
ubmit, within a year of April ist, 1945, a development plan 
overing the whole field of primary and secondary educa- 
ion. In doing so, it had to keep in view the new structure 
)f the educational system. The category ‘elementary’ was 
bolished and, in the words of the Act, “the statutory 
ystem of public education shall be organised in three pro-i 
jressive stages to be known as primary education, s ec on/ 
lary education, and further education; andlTshairKe' d^ 
luty of the local education authority for every area, so far 
LS their powers extend, to contribute towards the spiritijal, 

^ O^. «/., First Schedule, part iii. 
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moral, mental, and physical development of the community 
by securing that efficient education throughout those stages 
shall be available to meet the needs of the population of 
their area.”^ In order to do this L.E.A.s were requdred to 
secure an adequate provision of schools for primary and 
secondary education in separate institutions- They were 
also to see that nursery schools or nursery classes were 
available for children under five, and that the needs of 
children suffering from any disability of mind or body 
should be met in special schools. The authorities were to 
have regard to “the expediency of securing the provision of 
boarding accommodation, either in boarding schools or 
otherwise, for pupils for whom education as boarders is 
considered by their parents and by the authority to be 
desirable.”^ 

The thorny problem of ‘dual control’ was met by a com- 
promise, which all the parties concerned agreed to accept — 
a striking example of the new spirit in which the Bill was 
debated. As all types of post-primary school now became 
‘secondary,’ this implied an extension of the ‘dual system.’ 
Voluntary schools were divided into three classes. ‘Aided’ 
schools were eligible for a 50 per cent, grant towards ex- 
ternal repairs and alterations, but the salaries of theii 
teachers and the cost of other repairs were to be borne 
by the L.E.A. The second class — ^the ‘special-agreement’ 
schools — ^was a product of the 1936 Act. In order to aid 
voluntary schools in carrying out the reorganisation neces- 
sitated by the Hadow scheme and the proposed raising oi 
the school-leaving age, L.E.A.S had been enabled to entei 
into agreements with managers to make grants of betweer 
50 per cent, and 75 per cent, towards the cost of erecting oi 
extending non-provided schools for senior pupils.® Fiv< 
hundred and nineteen agreements had been made, bu 

^ op. eit., § 7. * op. cit., § 8. * See supra, p. 279. 
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owing to the outbreak of war only thirty-seven had 
materialised. The 1944 Act provided that the remaining 
agreements could be revived and repeated the regulation of 
the 1936 Act with regard to ‘reserved’ teachers. Finally there 
was the class of ‘controlled’ schools. Here the whole cost of 
maintenance fell on the L.E.A. It was enacted that the 
L.E.A. must inform the managers or governors of a con- 
trolled voluntary school before appointing any particular 
candidate as head of it, and must consult them as to the 
appointment of reserved teachers for religious instruction. 

The primary and secondary schools (other than nursery 
and special schools) which were maintained by an L.E.A., 
and which prior to the Act had been called ‘provided,’ 
were renamed county schools. Here the appointment and 
dismissal of teachers would be in the hands of the authority, 
unless the rules of management or articles of government 
provided otherwise; so also as regards the instruction, both 
religious and secular. In addition to the primary and 
secondary schools — ^whether they were ‘county’ or volun- 
tary (with its three subdivisions) — there were also the 
nursery schools and the special schools. The direct-grant 
schools, which received their aid direct from the central 
authority, and the independent schools remained apart. 
Thus the Act retained a variety of types of school, differing 
as to their administration and purpose, and in their relation 
to the local authorities. It laid down that in every county 
and voluntary school religious instruction should be given, 
and that the school day should begin with an act of collec- 
tive worship; though, of course, the right of withdrawal 
on conscientious grounds was safeguarded. This is the first 
time in out educational history that religious instruction 
and ‘school prayers’ have been specifically enforced by Act 
of Parliament, and it affords striking evidence of our 
national unwillingness to add ‘secular’ to the formula ‘uni- 
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vefsal, compulsory, and gratuitous,’ which, as Adamson 
points out, was the “aim in the educational sphere which 
English Radicals and Liberals strove to attain throughout 
the nineteenth century. But it was laid down in Clause 36 
of the Act that in a county school the religious instruction 
should be in accordance with an ‘agreed syllabus,’® and that 
the collective act of worship should not be distinctive of 
any particular denomination. In a controlled school de- 
nominational religious instruction might be given “during 
not more than two periods in each week.” ® In aided and 
special-agreement schools the religious teaching “shall be 
under the control of the managers or governors of the 
school and shall be in accordance with any provisions of 
the trust deed relating to the school, or, where provision for 
that purpose is not made by such a deed, in accordance with 
the practice observed in the school before it became a 
voluntary school.”* 

The Act went on to deal with the problem of school 
governance. Primary schools were to have a body of not 
less than six ‘managers,’ while secondary schools would 
have ‘governors’ whose numbers were not limited in this 
way. The L.E.A. was to appoint the governing or manag- 
ing body of a county school, and was to be represented on 
that of a voluntary school. If it appeared desirable, an 
L.E.A. could set up a single governing body for two or 
more of its maintained schools, whether county or volun- 
tary. Other important provisions of the Act were the raising 
of the school-leaving age to fifteen without exemptions from 
a date which was decided to be April ist, 1945, but which 
was subsequentiy postponed. The age was to be further 
raised to sixteen as soon as conditions made it possible. In 
addition, the provisions of the Fisher Act with regard to day 

1 Edmation, 17&J-1902, p. 7. » EJuea/ion Act, 1944, § 27. 

*See.f^o,28on. * 0 p.a/.,^z 6 . 
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continuation schools were to be revived and fully imple- 
mented. A duty was laid on L.E. A.s to establish, not later than 
three years after the coming into operation of Part II of the 
Act, institutions which would be known as county colleges. 
These would give part-time education in working hours 
to young persons up to the age of eighteen for 3 30 hours in 
a year. The responsibility for attendance at such a college 
was laid upon the young person himself, and not upon his 
parents, and it would be the duty of the L.E.A. to direct 
him, by means of a ‘college attendance order,’ to attend at 
a specified centre. The Act further abolished fees for day 
pupils in schools maintained by L.E.A.s — secondary as 
well as primary — and charges for boarding could also be 
remitted. In spite of the recommendations of the Fleming 
Committee, fees were retained in direct-grant schools, ex- 
cept, of course, for those pupils who held ‘ free or reserved 
places.’ L.E.A.s were empowered to provide boots and 
clothing for children who needed them, but the cost could 
be recovered from parents who were able to pay. In addi- 
tion, meals, milk and other refreshments were to be provided. 
The conditions of employment of young people were also 
adapted so as to meet the new situation created by the 
raising of the school-leaving age and the institution of 
county colleges. 

Part III of the Act (which was to come into effect on an 
‘appointed day’) was concerned with ‘independent’ schools. 
It provided for the inspection and registration of private 
schools. If a school were regarded as unsatisfactory, 
it might be refused registration or removed from the 
register; but the proprietor would be given ‘notice of com- 
plaint’ before such a step was taken, and he would have the 
right of appeal to an Independent Schools Tribunal. Part 
IV coveted a number of general provisions. L.E.A.S were 
given power to defray the necessary incidental expenses of 
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children attending maintained schools, and also the fees 
and expenses of pupils in fee-charging schools. They were 
empowered to grant scholarships and to aid educational 
research. The Minister was to see that salary scales for 
teachers, as recommended by the committee or committees 
appointed by him to deal with this matter and as approved 
by him, were duly paid by L.E.A.s. No woman was to be 
debarred from holding a post as a teacher by reason of 
marriage. 

The 1944 Education Act contains 122 clauses and eight 
schedules. For this reason it is not easy to make a pricis of 
it; but enough, perhaps, has been said to show its impor- 
tance. The Acts of 1870, 1902, 1918, 1936, and 1944, taken 
together, afford an excellent example of what Dicey calls 
“our inveterate prejudice for fragmentary and gradual 
legislation.”^ We are now at last presented with a co- 
ordinated system of national education. Hitherto there had 
been a system of ‘elementary’ schools taking pupils up to 
the age of fourteen. These had gradually developed out of a 
plan to provide education of an inferior kind for children of 
the poorer classes, and, in spite of the great advance — 
especially since 1902 — ^they had never entirely lost this 
stigma. Overlapping with this system were the ‘secondary’ 
schools taking in pupils at the age of about eleven and 
keeping them till sixteen or later. These had inherited the 
tradition of the old endowed schools with their more 
academic curriculum; and although this too had been 
greatly modified with the passage of time, they tended to 
retain something of their social superiority. The 1944 Act 
swept away the conception of ‘elementary’ education and 
provided a framework in which the recommendations of 
the Hadow 'Report, with its insistence on ‘parity of status’ 
for all forms of post-primary education, could be realised. 

^ han> and Opinion in England^ p. 28. 
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3ut it said nothing about the ‘types’ of secondary school,^ 
jrith which the Hadow, Spens, and Norwood Committees 
lad been so much concerned; and therefore it did not raise 
the crucial problem of how to select children for post- 
primary education if the different types ate retained. It is 
good to realise with Tacitus that a thing is not necessarily 
inferior because it is different;* but it is one thing to provide 
machinery and another thing to make it work. For example, 
it is not enough to rename a ‘senior’ school ‘secondary,’ so 
long as its buildings and equipment are far inferior to those 
of a neighbouring grammar school which has always 
enjoyed this title. The general public, who may not be par- 
ticularly interested in educational legislation, tends to judge 
of these matters differently from the administrator. 

There remained, more-over, after the passing of the Act 
some anomalies which seemed to many people to counter- 
act its spirit. Fees in maintained secondary schools were 
abolished, but they were retained in direct-grant schools. 
Many of these latter schools at once raised their fees, and by 
so doing emphasised the spirit of social exclusiveness which 
the Act was designed to exorcise. The cleavage was now 
more marked than ever between the free maintained second- 
ary school and the fee-charging direct-grant school. It is true 
that some of the direct-grant schools decided to become 
maintained schools ; but a few, on the other hand, by raising 
endowment funds, gave up their direct grant and became 
independent schools. The continued existence of schools 
of this type, outside the national system, is also a problem 
which awaits solution. Even if, as the Fleming Report 
suggested, independent schools were to take 25 per cent, 
of their pupils as free-placers from the State-aided schools, 
it would still be possible for well-to-do parents to secure a 


1 See joc)- 3 i 2 . ^ , 

•“Ncc statim deterius esse quod diversum cst.” Dhlo^us de Qratonbus, chap. i8. 
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majority of the places in such schools, solely by reason of 
their ability to pay the high fees which are charged. It 
would also, presumably, still be possible to enter a boy for 
such a school as soon as he is bom; and, if so, the test of 
‘ability to profit’ is meaningless. The criticism has therefore 
been made that the ‘privileged’ school still exists in spite of 
the Act; and in addition to the difficulty of making the 
public believe that there is ‘parity of status’ as between the 
various types of free secondary school, there may remain 
the further problem of making it clear that the maintained 
grammar school is not in some way an inferior type of 
institution to the direct-grant or independent school. As the 
Journal of 'Education has said,^ “the maintained grammar 
schools now include very many of ancient and more recent 
foundation whose repute and academic standing are 
superior to those of many direct-grant and independent 
schools. . . . Parity of conditions is a means to an end; the end 
is equality of educational opportunity. But equality of 
opportunity will be further from realisation if the main- 
tained grammar schools, through which alone the majority 
of able children can reach the universities and the pro- 
fessions, ate less able than at present to compete on equal 
terms with the direct-grant and independent schools, above 
all for teachers of high academic attainments on whose 
quality depend the futures of their pupils.” It will take 
time — as indeed past experience has shown — to convince 
the public that an education for which one pays is not 
intrinsically superior to one which is given free. 

As in the case of the Education Bills of 1870 and 1902, 
the question of religious education took a prominent place 
in the debates on the Education Bill of 1944. In the White 
Paper it had been stated that “there has been a very general 
wish, not confined to representatives of the Churches, that 

^September 194J, pp. 426-7, 
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celigious education should be given a more defined place 
in the life and work of the schools.” To meet this 'very 
general wish’ the 1944 Act, as has been said, made it com- 
pulsory that every county school, as well as every volun- 
tary school, should give religious instruction and begin its 
day with an act of collective worship. How far legislation 
of this kind will secure a religious basis for national educa- 
tion remains to be seen. Politicians and ecclesiastics do not 
always realise that school services and religious instruction, 
if they are perfunctory and uninspired, may — and often do 
— ^have the very opposite effect to that which is desired; and 
this applies quite as much to the churches themselves as to 
the schools. In both cases everything depends on the 
individual parsons or teachers concerned, for 'religion is 
caught, not taught.’ It may have been politically expedient 
to include these provisions as to compulsory religious 
instruction and exercises in the Act, because they met the 
objections of those who believed that these things are in 
some sense a safeguard of a good education. But in actual 
fact they are no safeguard whatever. In the last resort the 
efficiency of machinery of this kind, whether provided by 
an Act of Parliament or not, depends on the teachers who 
work it. 

Another difficulty which may arise in connection with 
the 1944 Act is a financial one. Many school buildings, 
especially tliose in rural areas and belonging to the volun- 
tary bodies, are out of date and unsatisfactory. Dr. F. 
Spencer has estimated that four out of every five 'elemen- 
tary’ schools should be pulled down and rebuilt. Moreover, 
owing to enemy action during the war of 1939-45, school 
accommodation for some 200,000 pupils was destroyed; 
and the raising of the school-leaving age to fifteen implied 
the provision of nearly 400,000 new school places. If it were 
raised to skteen, double this number would be required. 
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Thus a veiy large building programme was involved. But 
even more important was the recruitment of a sufficient 
number of trained teachers. To cope with the increase in 
pupils and to make possible the reduction in the size of 
classes it was estimated that some 70,000 extra teachers 
must be found ; and these had also to be trained before the 
Act could become fully operative. The war had made large 
inroads in the teaching personnel; the entry of men, in 
particular, to the profession had fallen off very greatly. To 
meet this emergency a scheme was put forward in 1943 by 
which candidates considered suitable could be recruited from 
the Services or other walks of life and, after a one-year’s 
intensive course in a specially organised college, could be 
launched as ‘qualified’ teachers. The emergency colleges 
were improvised by L.E.A.S acting as agents of the 
Minister of Education, and the full cost of them was met by 
the Exchequer. The scheme offered interesting possibilities, 
though the shortness of the training course, even if it were 
a necessity, was widely felt to be a regrettable feature. 
Hitherto the normal way of entry into the teaching pro- 
fession had been via a secondary school and a training 
college or university. This may have tended to encourage 
too exclusively an academic outlook on the part of those 
who had been trained in this way, and to draw teachers 
from a wider and more varied field of recruitment may 
have beneficial results. At the same time some of the 
advantages claimed for this emergency scheme were prob- 
ably due to wishful thinking on the part of those at the 
Ministry of Education and elsewhere who were responsible 
for organising it. 

It is obvious that the Education Act of 1944 offers oppor- 
tunities of progress in national education such as have 
never been presented before; but to realise those oppor- 
tunities will be an uphill task and will take time. The Act 
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IS passed owing to the co-operation of all political parties, 
d there was a noticeable absence of the sectarian bitter- 
ss and unwillingness to compromise which marked the 
ssage of the 1870 and 1902 Acts. But, as the history of the 
18 Act reminds us, it is possible for provisions to remain 
1, the Statute Book, but to be inoperative in practice. Mr. 

. C. Dent wisely reminds us that putting the Act into 
leration “will be the more difficult in that it will have to 
: carried out during a period of economic and social dis- 
cation and simultaneously with other massive schemes of 
construction.”^ Wc can agree with him also when he says 
at the Act “lays unprecedented obligations upon both 
iblic authorities and the private citizen. It may make all 
e difference between a happy and glorious future for our 
luntry and an unlrappy and inglorious one. To make it a 
al success, the full co-operation of every citizen will be 
quired.”" 

* Dent, T/m liducaiion Act^ 1944, p* 3. 

® Op, cii.y p. 4. 



Chapter XXXIII 

RECENT EDUCATIONAL THEORY 

The Work of the Specialists. The Individual and the Community. Mental Testing. 

Sir Percy Nunn and his Critics. 

In the second column of Appendix II will be found a list of 
books dealing with education and written by English 
authors during the period covered by the present volume. 
It reveals the interesting fact that the works which had 
most influence on educational thought in the nineteenth 
century date almost wholly from the eighteen-fifties and 
sixties. This is the period of Newman’s Idea of a University 
and Darwin’s Ori§n of Species, of many of the writings of 
J. S. Mill and Ruskin and Kingsley and Huxley and F. D. 
Maurice, of Spencer’s Education and Matthew Arnold’s 
Culture and Anarchy. It is, in fact, as Professor Archer has 
called it, an ‘age of the prophets.’ It was a period when 
Benthamite individualism was still the current political 
theory, and utilitarianism, as set forth in the writings of 
J. S. Mill and Herbert Spencer, had not yet lost its force. 
But the latter part of the period marks the beginnings of 
that collectivist trend of public opinion which has increased 
in force and volume from that time down to the present.^ 
Some of our mid-century educational ‘prophets’ already 
show a break with the earlier individualism of the Bentham 
School.® Kingsley, for example, in a speech at Bristol in 
1869, said: “It is the duty of the State, I hold, to educate all 
alike in those matters which are common to them as 
citizens.”® Ruskin demands that “there should be training 
schools for youth established at Government cost and under 

^ Cf. “Socialistic ideas were, it is submitted, in no way part of dominant legis- 
lative opinion earlier than 1865, and their influence on legislation did not become 
perceptible till some years later, say till 1868 or 1870, or dominant till say 1880.*' 
Dicey, Uw and Opinion in "England^ p. 66. 

* For Huxley’s position see supra^ p. i66. 

® Life and Letters of Charles Kingsley^ vol. ii, p. 228. 
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emment discipline over the whole country; that every 
1 born in the country should at the parents’ wish be 
aitted (and, in certain cases, be under penalty required) 
ass through them.”^ Forces of this kind played their 
in the passing of the 1870 Act; but once a national 
tm of elementary education is in being, the supply of 
inal books on education seems to give out. The 
dty is now seen in the Legislature, and the Act of 1870 
ates a long series of further Acts dealing with national 
cation or some aspect of it. In fact the progress of 
alis m is nowhere more marked than in the sphere of 
cation. As Dicey says : “If a student once realises that the 
cation of the English people was, during the earlier 
t of the nineteenth century, in no sense a national con- 
1, he will see that our present system is a monument to 
increasing predominance of collectivism.”® He wrote 
se words in 1905, and the ‘predominance’ of which he 
aks is today far more marked than it was at the beginning 
:he century. 

3ut the existence of a great activity carried on to a large 
ent under public management is bound sooner or later 
stimulate criticism or questioning as to its ultimate aim 
1 the methods by which that aim may best be achieved, 
e educational literature of the last three decades of the 
LCteenth century consisted, to a considerable extent, of 
nuals of practice for the use of students in training 
leges and teachers in State-aided schools. They did not, 
a. rule, raise any final issues about tl^ problems of educa- 
n, but they furnished techniques which could be applied 
thwith in the class-room. So far as they concerned them- 
ves with theory, they adopted a rather crude interpre- 
ion of the psychological theories which had been set 

Unto this hast. Preface, § 6. 

* Dicey, Law and Opinion in England, p. 278. 
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forth by the German philosopher Herbart (1776-1841), and 
developed by his followers. They tended to overlook the 
philosophical and ethical implications of his doctrines and 
to concentrate rather on deducing from them a psychologi- 
cal justification for a technique of teaching. They therefore 
stressed the correlation and concentration of studies, and, 
in particular, they formalised five (or four) ‘steps,’ which 
formed a convenient frame for the setting-out of a lesson. 
A theoretical basis for these methods was found in the 
Herbartian doctrine of apperception; but its application 
tended to result in what was little better than a mechanical 
device. Whatever there is of value in the Herbartian system 
has been extracted by Sir John Adams in his enlightening 
and entertaining Herbartian P^chology applied to Education} 
Towards the end of the last century, however, ‘education’ 
began to emerge as a university ‘subject.’ The ‘Day Train- 
ing Colleges,’ as they were called, began their work in the 
early nineties. The institution of post-graduate diplomas in 
education, awarded by universities, necessitated something 
more than a study of a text-book of method on neo-Herb- 
attian lines, such as had hitherto been used in the two-year 
training colleges. But it was not very easy to determine 
satisfactorily what the content of the education diploma 
course should be; and it is more than possible that this 
problem has even yet not been solved. A study of what was 
called ‘educational psychology,’ of some outlines of educa- 
tional history gathered from a collection of essays, such as 
Quick’s Educational 'Reformers, and of a philosophical 
work — ^passages from Plato’s Kepublic for choice — ^to- 
gether with some information about school hygiene and 
teaching methods (largely borrowed from the training- 
college syllabus) — usually formed the staple of the 
diploma course. One can hardly call this ‘educational 

^ See Adamson, English Education 1760-1902, pp. 492-3, 
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:iice,’ and it is very possible that there is no science of 
Lcation. But a great deal has been done since the begin- 
g of the present century to formulate some sort of 
losophy — or philosophies — of education and to organise 
knowledge that we have been able to acquire. This has 
:n the work, not merely of philosophers and scientists who 
outside the schools or training institutions — such as 
)f. A. N. Whitehead, Sir Richard Livingstone, and 
Bertrand Russell — ^but even more of the professors of 
rcation and heads of university training-departments 
lom the new order of things brought into being. Among 
:m a conspicuous part has been played by Sir John 
lams. Sir Percy Nunn, and Sir Fred Clarke, of the London 
stitute of Education (London University), Dr. M. W. 
iatinge of Oxford and Mr. Charles Fox of Cambridge, 
of. Findlay of Manchester, Prof. Campagnac of Liver- 
lol. Prof. Godfrey Thomson of Edinburgh, and Prof, 
dentine of Birmingham — ^to mention only a few. 

It is a commonplace to say that education should imply 
e full development of the individual, and that this full 
velopment can be achieved only through the life of the 
»mmunity of which the individual forms part. That being 
I, modern English educational theory seems to have 
regressed along two lines which, if distinct, are very 
osely correlated. There has been firstly a close study of the 
idividual to be educated — a process which has been 
!sisted by methods which have been worked out by 
cperimental psychologists; and secondly, a philosophical 
ivestigation of the social implications of education. A 
mthesis of these two lines of research may help us towards 
determination of what should be the aim or aims of educa- 
.on in a community such as our own, so that the greatest 
enefit may accrue alike to society as a whole and to the 
idividuals who comprise it. 
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The scientific study of the differences of individual minds 
has been made possible by the evolution of what is called 
‘mental testing/ We owe the conception of the mental test 
to Sir Francis Galton, a Cambridge scientist, whose 
'Enquiries into 'Human 'Faculty first appeared in 1883. In this 
book he suggested statistical methods which he applied, 
for example, in an investigation mto mental imagery .1 He 
also designed pieces of apparatus for testing differences of 
sensation. Galton was for a time associated with J. McK. 
Cattell, who became professor of psychology in Columbia 
University. His pupil, Prof. E. C. Thorndike, whose work 
on mental testing is of outstanding importance, says that 
“Cattell refined Gabon’s methods and won recognition for 
the mental measurement of individuals as a standard 
division of psychology.”* The work of Galton, although 
begun in this country, was for the time being taken over by 
investigators in other countries — ^notably America, France, 
and Germany. For example, the German psychologist 
Ebbinghaus (1850-1909) applied quantitative measure- 
ment to the testing of memory. At about the same period — 
i.e. in the last decade of the nineteenth century — ^the French- 
man Binet was working at tests of memory, attention, and 
other mental processes. In America W. C. Bagley was 
employing tests to measure motor ability, and from the 
results he calculated what he called a ‘motor index,’ Thus 
by the beginning of the twentieth century much had already 
been done in the devising of mental tests. But hitherto the 
work had been largely of an academic type; the practical 
application of the tests has been the work mainly of the past 
forty or fifty years. The process has been facilitated by the 
use of the correlation method extensively used by Prof, 
Spearman of the University of London. It furnishes a 


^ See Enquiries, etc., pp. 57-79. 

* See Board of Education pamphlet Psychological Tests of Educable Capacity, p. 5. 
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hnique which, though at first criticised, has been widely 
epted. One of the results of its application was the ex- 
jition of the theory of a general ability (called by 
rchologists ‘g’), underlying all the various mental 
ivities that can be tested. The correlation formula was 
D used by the English psychologist Cyril Burt, who made 
ts of children in elementary schools in Oxford and 
mrpool, and who directed his attention particularly to 
s problem of general intelligence. It appeared to be for 
; most part hereditary or inborn, and not acquired; and 
this is so it has — as we have seen^ — ^important implica- 
ns for the educational administrator. 

A contribution of great significance in the work of 
;ntal testing was made in 1908 by the Frenchmen Binet 
d Simon, when they put forward their Binet-Simon 
lie. In this scheme each test is classified under some age 
)m three to thirteen, and the passing of the test for a 
ecified age is correlated with the child’s chronological 
e. If a child of five can manage to pass the tests for a 
ild of seven, his mental age is two years in advance of his 
ronological age. The Binet-Simon scale was subsequently 
vised, but in principle it remained unchanged, and it gives 
what Terman, the author of the ‘Stanford Revision’ 
916), called the ‘Intelligence Quotient.’ To obtain this, 
e mental age is multiplied by 100 and divided by the 
ironological age; so that the T.Q.’ of the child mentioned 
lOve would be = 140. But with the increasing use of 
lychological tests it has become mote and more common 
recent years to set group tests. An impetus to this 
ractice was given during the 1914-18 war, when mental 
sting was extensively used in the American Army for 
>rting recruits. It would have been impossible to handle 
le two million men involved if iadividual tests had been 

^ Sec stipra^ pp. 311-312, 
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applied. Since that time the method of group testing has 
been increasingly employed in this country, especially in the 
selection of children for secondary education. It was first 
applied by the Bradford Education Authority in 1919 for 
their junior scholarship examination, and it has since 
become a standard practice. Group tests have been used 
by various colleges at the admission of students, and 
by the Civil Service and other public bodies. They also play 
their part in the technique of vocational guidance, and — as 
Dr. Cyril Burt and Prof. Schonell have showrf — they are of 
great service in the investigation of backwardness and 
delinquency. Their importance can hardly be questioned. 
So far as they go, they have been brought to a high degree 
of reliability and they have considerable diagnostic value. 
It is well to remember that they have their limitations and 
that they test only certain features of the whole personality; 
but they do provide a tool which — ^if its use is properly 
understood — may be of the greatest value to the educator 
and the sociologist alike. 

The application of educational psychology to the indivi- 
dual child who is to be educated is seen not only in the 
development of mental testing, but also in many more 
general ways. The nursery-school movement, the treatment 
of delinquency, child-guidance clinics, ‘youth service,’ altered 
conceptions of what is meant by ‘discipline,’ experimenta- 
tion with curriculum and school organisation — all these and 
many other modern tendencies in education are to a large ex- 
tent the outcome of an attempt to understand the psychology 
of the individual child, and to organise and make practical 
use of the knowledge which has been obtained by observa- 
tion and experiment. This attempt has resulted in a spate of 
treatises dealing with ‘educational psychology’ which have 

^ E.g. in Burt, The Backtvard Child and The Young Delinquent, and Schonell, Back* 
mardness in the Basic Subjects, 
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eared since the beginning of the present century But 
interest in, and emphasis on, individuality in education 
shown particularly in one of the greatest of modern works 
educational theory — 'Education: its Data and First Prin- 
ts, by Sir Percy Nunn (1870-1944). It first appeared in 
o, at a time when many progressive teachers in this 
ntry were much concerned about the educational im- 
ations of Hegelian views on State absolutism, which 
e gaining ground on the Continent of Europe. Against 
se doctrines Nunn roundly asserts that “^‘Individuality is 
ideal of life.”® The main theme of his book is set out as 
ows : “We shall stand throughout on the position that 
hing good enters into the human world except in and 
Dugh the free activities of individual men and women, 

. that educational practice must be shaped to accord with 
t truth. This view does not deny or minimise the 
Donsibilities of a man to his fellows; for the individual 
can develop only in terms of its own nature, and that is 
ial as truly as it is ‘self-regarding.* Nor does it deny the 
ae of tradition and discipline or exclude the influences 
religion. But it does deny the reality of any super- 
sond entity of which the single life, taken by itself, is but 
insignificant element. It reaffirms the infinite value of the 
ividual person; it reasserts his ultimate responsibility for 
own destiny; and it accepts all the practical corollaries 
t assertion implies.”* The criticism has been made that 
fiook ‘dates’ — ^but so does every important work on 
ication, because it is written against the social and 
itical background of its time. Shortly before his death 
1944 Nunn completed a revised edition of his treatise. 

Among them may be mentioned: William James, Ta/Ms to Teachers on'Bspchokgy 
19); Lloyd Motgan, Vsychology for Teachers (1907); Drever, An Introduciton to the 
iology of Education (1922); and Fox, Educational Tsycholo^y (19^5)- 
Nunn, Education: its Data and First Princip/es (First Edition), p. ii. 

Op, at,, p. 5. 
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with considerable alterations and additions. The history of 
Europe, however, since the end of the first World War had 
served only to strengthen the author’s point of view. In 
this revised edition he says : “The central thesis of the book 
remains unchanged; it maintains that the primary aim of all 
educational effort should be to help boys and girls to achieve 
the highest degree of individual development of which they 
are capable.”^ 

This ‘ central thesis ’ has not passed unchallenged, and 
the age-long problem of reconciling the claims of the 
individual and of society in education is once more raised. 
Prof. Campagnac, for example, in Society and Solitude 
examines critically the meaning of the term ‘individuality’ 
and he goes on to say : “We are not ready to accept In- 
dividuality as the ‘supreme educational end,’ or to suppose 
that the end can be stated in any simple word or formula. 
The end when justly stated must also be illogically stated; 
it must be as various and as intolerant of strict defiiaition as 
life itself. To seek individuality is good, but to lose it 
is good; to yield to society and to defy society are both 
proper tasks for men, who must be in the world and 
yet not of it; who must be themselves, but can only discover 
themselves by finding other selves than their own; who 
must die in order to live. It is granted, indeed, that the 
individual must make his contribution to the general wel- 
fare of the Society, the world, in which he lives; but the 
admission is followed by the claim that he must be free to 
make it as he chooses, in the form which he elects; and this 
is a freedom which the world cannot grant, because it 
would be a freedom without meaning.”® Those are wise 
words; but though it may well be that Nunn lays less stress 

1 Op, dt, (Third Edition), p» 5, 

* In chap. be. 

* Campagnac, Sodety and Solitude f p, n8. 
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i some other educational thinkers on the social function 
jducation, he obviously does not overlook it. "Indi- 
lality,” he says, “develops only in a social atmosphere 
ire it can be fed on common interests and common 
vities,” but he safeguards his thesis by claiming that 
e idea that a main function of the school is to socialise 
pupils in no "wise contradicts the view that its true aim 

0 cultivate individuality.”^ 

To Nunn, then, the school’s true aim was “to cultivate 
ividuality,” though it did so “within the common life.” 
tier modern educational theorists have put the stress on 
. other side, and have contended that the school is 
marily a place where the individual is socialised. If that is 
be fully achieved, it cannot be shut oflF from the greater 
nmunity, like a monastery hidden in a desert or among 

1 mountaias. In order to fulfil its functions it must be 
)sely linked with the community and an integral part of it. 
ciety, through the medium of the school, puts its past 
tiievements at the service of its future citizens; but at the 
me time its whole future is bound up with the school. The 
hool is, ia fact, the growing-point of the community. No 
le has realised this fact and its implications more fully than 
>hn Dewey. Although he is an American professor, he 
IS exercised a great influence in this country. “The 
hool,” he says, “ has been so set apart, so isolated from^, 
le ordinary conditions and motives of life, that 

lace where children are sent for discipline is the one ^lace 
i the world where it is most difficult to get experience® — 
lother of all discipline worth the name.”® Dewey codtp^^s 
lat the school is too much regarded as something b^^®®^ 
iacher and pupil, or teacher and parent. He also points out 
aat the changes in educational methods and 

1 Nunn, Education: Its Data and First Frincipks, p. 447* 

* The School and Society, p* 15. 
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which have been brought about in recent times, are as much 
a product of social changes as are changes in industry or 
commerce. Thus Dewey finds the greatest value in those 
school activities which are productive — ^manual work, 
household arts, and co-operative activities. In practice we 
can import the economic life and conditions of the macro- 
cosm of society into the microcosm of the school only to 
a limited extent; but, vast and complex as the social and 
economic system of the community is, the school must 
interpret it to the pupil. 

The twentieth century has seen many political theories 
thrown into the melting-pot and the emergence of diverse 
types of community of a tiighly nationalistic kind. This has 
given added point to the questions: what should be the 
interrelation of the individual and the community, and 
what is the function of education in the State? Dewey 
makes the comment: “The so-called individualism of the 
eighteenth-century enlightenment was found to involve the 
notion of a society as broad as humanity, of whose progress 
the individual was to be the organ. But it lacked any agency 
for securing the development of its ideal, as was evidenced 
in its falling back upon Nature. The institutional idealistic 
philosophies of the nineteenth century supplied this lack by 
making the national State the agency, but in so doing 
narrowed the conception of the social aim to those who 
■wc^re members of the same political unit, and reintroduced 
tiie ic^ea of the subordination of the individual to the insti- 
totion',»i gggjj jjjg employment of education 

in Naz^ Germany and in Fascist Italy as frankly an instru- 
ment State policy, and not as a means for the free 
‘^^^^lo^ment of the individual within the membership of 
fbe co^bjnijjjity. The States which called themselves ‘demo- 
cratic j^g challenged to re think and 

^ Dmotra^ <md JEJueaHon, pp. 1 15-16* 



HISTORY OF ENGLISH EDUCATION 369 

tate their theory of education. Nunn’s championship of 
lividuality was one answer to the challenge. But it is also 
:en up in the Spens Keport. “Speaking broadly,” it says, 
le interest of the State is to see that the schools provide 
; means by which the nation’s life may be maintained in 
integrity from generation to generation ; to make sure that 
5 young are prepared to preserve — and some of them to 
vance — ^its standards in all modes of activity which are 
Lportant to the common weal. In a democratic community 
must ‘educate its masters’ ; in communities of other types 
must see that the citizens are trained for obedient and 
tiling service. Underneath this explicit, overt educational 
tivity of the State, working through laws and regulations, 
.ere is the unformulated but very real demand of the corn- 
unity that the young shall grow up in conformity with the 
itional ethos 

What in this country that ethos is, and how it can be 
iterpreted to meet the educational needs of a community 
rofoundly affected by war conditions, are questions dis- 
assed by Sir Fred Clarke in his Education and Social 
Pange.^ This book, the small size of which is out of all 
roportion to its importance, first appeared in 1940. The 
uthor “accepts unreservedly” what he calls “the socio- 
agical standpoint,” and he aims at exhibiting its “concrete 
pplication to the field of English education.” The book 
3 governed by three main objectives: “(i) To provide 
ome insight into the nature of the social influences by 
vhich the forms of English educational institutions have 
>een determined and their practical objectives defined; 
2) To formulate some analysis of the present situation in 

1 Pp. 147-8- 

* Cf. “The present argument assumes that the tradition is capable of the necessary 
legree of adaptation, granted a suificient occasion, and an adequate measure both 
intelligence to recognise and of will to execute the new applications of ancient 
principles that will be called for.” (Op. cit., p. a.) 

E.B. — 13 * 
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England • . • (5) To estimate the degree to which the exist- 
ing order is capable of adaptation to the demands which 
have to be faced, the demands of a regime consciously 
planned and directed towards the guaranteeing of freedom 
for diversity of personality in a social order much more 
thoroughly collectivist in working than any of which we 
have yet had experience.”^ The author therefore proceeds 
from a discussion of the historical determinants of English 
education to a critical account of the existing agencies for 
education — schools, both primary and secondary, institu- 
tions of further education, and all the other ‘informal 
organisations’ which testify to “continuing social vitality, 
to a continuing power of adaptation and creationin response 
to need.”* In looking to thefuture. Sir Fred Clarke contends 
that our “habit of thinking about education in terms of 
class . . . has made our educational categories and termin- 
ology the chaotic things they are. Our thinking is likely to 
be much more relevant both to actual social necessities and 
to the values of education as an instrument of social control 
and transformation if we keep it clear of any distrs^cting 
ideas of a rigid class-structure.”® For this reason “unification 
of the system over the whole range” is advocated.* Since 
the book was published, the 1944 Education Act has given 
some expression to this scheme of unification; but it would 
seem that our national modes of thinking will have to be 
further modified if we are to divest ourselves entirely of 
“this habit of thinking about education in terms of class.” 
The 1944 Act left intact the public school, the private 
school, and the preparatory school, which must inevitably 
make “unification over the whole range” difficult, if not 
impossible. The justification for leaving them independent 
was stated to be the desirability of retaining variety in 


^ Op. cit,^ p. 7, 
® Op. city p, 41, 


® Op. city p. 48. 
* Ibid. 
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acational provision or of safeguarding their ‘freedom’; 
t it may conceivably be argued that the new scheme was 
7ised so as not to interfere too drastically with the existing 
,ss structure of the community. Doubtless education in 
; long run influences public opinion; but there is a danger 
It it may fail of its effect if it tries too eagerly to outpace 
iblic opinion. However, Sir Fred Clarke contends that: 
The development of a popular philosophy of education is 
;rhaps the most relevant example that could be given of an 
gently needed change in basic attitudes. It is unlikely, in 
ngland, that such a philosophy would be sharply antagon- 
tic to that which has been dominant hitherto. Its function 
ould be to preside over the process of unifying the values 
f culture and usefulness, and to secure that, in so far as the 
iucational system is an instrument of social selection, the 
riteria it applies shall be purely educational and used with 
o irrelevant bias.”^ If this could be achieved, then, he 
rgues, education would be the fundamental principle by 
irhich the cohesion and continuance of society would be 
ecured. 

It is even yet the fashion in some quarters to disparage 
educational theory.’ But education cannot be occupied 
lolely with means and never with ends. The average teacher 
3 r administrator is of necessity so much occupied with 
coutine that he has little opportunity to stop and think 
whither he should go, or how he should get there. The 
educational philosophers from the time of Plato downwards 
have helped us to see our way. The Greatest of them all 
said: ‘T am come that they might have life, and that they 
might have it more abundantly.” Unless our conception of 
education is informed by that kind of spirit, our legislation, 
codes, memoranda, curricula, and examinations may merely 
lead us into the wilderness. But if we regard education in 

^ Op. cft., p. 66. 
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terms of ‘abundant life,’ our aim becomes clearer; and an 
educational system drawn up and administered in that light 
will be our chief, and perhaps only real, safeguard in an 
2-ge which otherwise can oflFer us only the destruction of 
our civilisation. 



Appendix I 
(See page i6) 

•PY OF SCHOOLMASTER’S LICENCE TO TEACH (1769) 
PRESERVED IN THE NORWICH MUSEUM 

aN Greene, Clerk, Master of Arts, Commissary of the Rt. Rev. 
Jier in God Philip, by Divine permission Lord Bishop of 
)rwich la-wfiiUy constituted, to our beloved in Christ Joseph 
ck of Mattishall in the County of Norfolk and diocese of Not- 
ch sendeth greeting. Whereas by a creditable testimonial 
lich we have received we are fully satisfied as well of your sober 
i and conversation as of your sufficient capacity to exercise the 
action of a schoolmaster, we do therefore by these presents, 
far as by law we may or can, give and grant unto you the said 
>seph Buck our licence and ffeculty to instruct teach and inform 
.y children in Grammar and other lawful and honest Documents 
lowed of and established by the Laws, Statutes and Constitu- 
ans of this Realm of England within the parish of East Dereham 
the said County of Norfolk and Diocese of Norwich or in any 
hier Parish within the said Diocese to which you shall remove 
ith the consent of your Ordinary, you having first before me 
ibscribed and sworn to all things which the law in this case 
;quires to be subscribed and sworn to. And this our licence to 
adure during our pleasure and your good demeanour but no 
inger or otherwise. In testimony whereof we have caused this 
eal which in this behalf we use to be hereunto affixed. 

Dated at Norwich the 23rd day of March in the year of Our 
.ord 1769. 

Richard Moss, 

Deputy 'Rje^strar. 
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